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This study examined the occurrence of oral communication apprehen-
sion (OCA) among 547 sixth grade students in two Maryland schools. The 
focus was on the relationship between OCA and language achievement, as 
well as attitudes towards the language arts including sex differences. 
The Personal Report of Communication Fear Scale (Mccroskey, 1977) 
was administered to categorize the subjects into five OCA levels - Low, 
Moderately Low, Moderate, Moderately High, and High. The scores gained 
on the Iowa Test of Basic Skills - Language Subtest were used to assess 
students' levels of language achievement, and their attitudes toward the 
language arts were measured by their scores on the Attitudes Toward the 
Language Arts Scale (Arlin-Hills) 
Frequencies and percentages were computed for estimating differences 
in the occurrence of oral communication apprehension among the groups and 
sexes while Chi-square analysis was used for testing significance of sex 
differences. Two-way ANOVA and Scheffe test for testing significance of 
sex differences in language achievement and attitudes to the language 
arts, as well as one-way .ANOVA and intercorrelations of the scores of 
the PRCF and the two other measures were done to assess relationships 
between these variables. 
The following were the findings: 
1. The High OCA group consisted of 15 percent of the sample, the 
Low 16 percent and the three combined Moderate OCA groups 69 percent. 
2. Sex differences in the occurrence of OCA at each level were of 
no statistical significance, but slightly more girls than boys were 
highly apprehensive about oral communication. 
J. The Low and Moderate OCA girls' groups scored significantly 
higher in language achievement than boys in these groups. 
4. Sex differences in attitudes toward the language arts were not 
significant. 
5. There was a relationship between OCA and language achievement 
indicated by a statistically significant difference among the five group 
means and the high apprehensives scored below the sample mean, while the 
low apprehensives scored above. 
6. There was no relationship between OCA and attitudes towards the 
language arts as there was no statistically significant difference among 
the five OCA group means for the attitude scale. 
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Communication is the sine qua non of human interaction. 
Indeed, communication is synonymous with being human. Because the 
process of interpersonal communication is such an integral part 
of living and of interacting in social groups and appears so 
natural and automatic, it is often taken for granted. Taylor, et al. 
(1977) have put forward the view that "communication is the most 
important human survival skill, because we need it to maintain contact 
with the world. Interpersonal oral communication is the only way we 
contact the world outside our 'skins' apart from non-verbal coilDllunica-
tion "(p. 4). The process of communication is so important, and the 
development of efficient communication skills and attitudes appear so 
easy, that it is difficult to conceive of individuals who are apprehen-
sive or tmwilling to communicate with others generally, as well as in 
specific situations. 
Communication between individuals in sqcial systems is 
essential. This is so not only for the welfare and advantage of the 
particular social system or group, but for that of each individual within 
it. Since the school is a social system in i t s elf and is an important 
and essential component of the general social system, those who manage 
- --- ------ --------------- - -
schools at all levels should evince keen interest in the communication 
potential of students and strive to develop an awareness of the needs 
and problems they may have in becoming efficient communicators. In 
spite of the fact that schools may be considered noisy places where the 
majority of the students seem to want to chatter all the time, the 
interpersonal oral communication needs of some children in the context 
of the school may be taken for granted. 
School curriculum planners may be remiss if they fail to take 
cognizance of the importance of the oral communication process in plan-
ning the daily school experiences of children. The development of 
efficient communication in speech should be regarded as desirable a 
personal asset as that of writing and reading. Further, the responsi-
bility of both the curriculum planner and the educational practitioner 
in the social milieu of the school is to establish a communication 
situation in which speech flourishes (May, 1967; Burns, 1972). This 
comrmmication situation is the context in which the participants in the 
communication process interact. In such a school and classroom setting, 
it should not be difficult for those who work with children to identify 
those individuals who, for one reason or another, are apprehensive 
about or unwilling to engage in communication encounters with others. 
These are the students who are anxious about oral communication. Their 
communication behavior and attitudes set them apart from those who are 
not reluctant to communicate. These are the students who, for research 
purposes, are classified as oral communication apprehensives because 
2 
they have a high level of oral communication apprehension (Mccroskey, 1970). 
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The kind of environmental setting together with the kind of 
educational personnel, be they administrators, planners or educational 
practitioners,may serve to perpetuate or intensify oral communication 
apprehension. Both setting and personnel may also serve to prevent the 
occurrence of oral communication apprehension in the school communication 
situation. Mccroskey and Wheeless (1976) have suggested that"communica-
tion apprehension may develop from early childhood by the process of 
reinforcement of one kind or another (p. 88). If this is so, the 
elementary years may serve to be the spawning ground for oral communica-
tion apprehension. It seems to be the responsibility of both home and 
school to become aware of the existence of this handicapping condition, 
of its magnitude in the particular context in which it is studied, and 
of its possible relationship to other variables such as language achieve-
ment and attitudes. 
Overview of The Problem 
Human communication research has provided empirical evidence 
on the problem of oral communication apprehension and its impact on 
human behavior in group settings. Since the 1940's, research done on 
stage fright in public speaking situations focused attention on the 
existence of fear or anxiety about communicating (Lomas, 1934, 1937; 
Gilkinson, 1940). Studies done during the past decade have indicated 
that fear or apprehension about communication in a variety of contexts 
other than that which occurs in public speaking situations is a 
widespread phenomenon (McCroskey, l970, 1975, l976, l977; Phillips, 
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1968 and 1977; Freimuth, 1976; Daly, 1977; Hurt, Scott and Mccroskey, 
1978; and McDowell and McDowell, 1978; and Hurt and Preiss, 1978). Such 
contexts include speaking in home, school, and community settings. 
Estimates of the extent of the problem of oral communication 
apprehension for people of all ages in the population indicate that a 
sizeable number. of individuals are reluctant to engage in communicati~n 
encounters with others because of anxiety about or fear of communicat-
ing. A nationwide survey undertaken by a national survey research 
organization, (Bruskin Associates,1979) revealed that from 38 to 40 
percent of the population surveyed were individuals who were severely 
affected by the 'fear of communicating' syndrome (p.2). 
Apprehension that affects oral perfomance and causes an 
individual to avoid or withdraw from communication encounters with others 
has become known as oral communication apprehension (Mccroskey, 1970). 
This type of apprehension,i.e. anxiety related to speaking, has been the 
most widely researched communication apprehension construct, but receiver 
apprehension (Wheeless, 1975) and writing apprehension (Daly, 1975) 
exist as well. By and large, the syndrome inhibits the development of 
meaningful communication encounters with others and replaces approach 
behavior with avoidance or withdrawal behavior. It deprives the individ-
ual of the opportunity to learn efficient, necessary and enjoyable 
communication transactions and interactions with others. (Mccroskey, 
1970, 1975, 1976; Burgoon, 1976; Daly, 1976, 1977; Phillips, 1968; Hurt 
et al. 1976 and 1978). Garrison and Garrison (1979) have put forward 
the view that the fear of communication and the willingness to 
participate may have "negative and far-reaching consequences in every 
aspect of an individual's li.fe" (p. 1). This view has been sub-
stantiated by the communication researchers already mentioned. 
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A communication handicap of ~he nature of oral communication 
apprehension may be disadvantageous for the Children who are apprehen-
sive about coIDII)unicating. The individual who 3hows a high degree of 
communication apprehension may find the experience of speaking so 
traumatic that participating in it may be considered more punishing 
than rewarding. As a consequence he or she may avoid or withdraw from 
subsequent experiences and thus hamper his or her progress and as a 
result limit opportunities for learning. 
The findings of a variety of recent research have led to the 
conclusion that oral comrrnmication apprehension is a pervasive anxiety 
trait that may have deleterious effects on the person so affected. 
Such effects can be seen on the individual's actions, reactions and 
interactions in communication situations, and even in non-communication 
ones (Phillips, 1968; Mccroskey, 1970, 1975, 1976; Porter, 1974; 
Burgoon, 1976; Freimuth, 1976; and Garrison and Brown, 1979). Manifesta-
tion of fear or anxiety about communication is a handicapping condition. 
Mccroskey (1976) declared that oral communication apprehension is a 
handicap in interpersonal communication. He suggested that the con-
dition is serious enough to be included in the HEW list of handicap-
ping conditions. He also pointed out the lack of attention that has 
been paid to its existence in pedagogiaal circles end even by somP. 
communication professionals. 
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Some studies made during the past decade have revealed that 
comimmication apprehension behavior may impede the socialization_ .pro-
cess (Garrison, 1979), may produce individuals who disclose less than 
others, and therefore are reluctant to answer oral questions or _give 
information (Hamilton, 1972 ); may inhibit learning and bring about poor 
achie-vement in.the classroom (0cott and Wheeless, 1975; Mccroskey and 
Daly, 1976; Mccroskey and Andersen, 1976; Smythe and Powers, 1978); 
may bring about lowered self esteem (McCroskey, Daly and Falcione, 
1977); and may even produce feelings of anomie and alieniation (Heston 
and Andersen, 1972). Further, oral communication apprehension may 
serve as a barrier to block commmiication between apprehensive .-students 
and their teachers who may perceive them in a negative light because 
of it (McCroskey and Daly, 1976). Peers also tend to have negative 
perceptions of the high apprehensive, rating them as less attractive, 
less credible and less desirable than those who have no oral communication 
apprehension problems (McCroskey and Richmond, 1976). 
Finally, one critical aspect which cannot be ignored is the 
kind of school or classroom setting in which oral communication appre-
hensives find themselves. Hurt and Preiss (1978) have pointed out that 
the "education system has provided great reward for verbal behavior in 
the classroom, and pedagogical devices used may demand frequent verbal 
output and verbal interaction" (p. 315). Such verbal demands and 
expectations may adversely effect students suffering I'rom the oral 
communication apprehension syndrome. Thi s study was intended to alert 
school personnel to the existence of the problem in school setttngs 
and to add to the limited research so far attempted. 
Purpose of the Study 
The first purpose of the study was to investigate the extent 
to which oral communication apprehension existed in a sample of 
sixth grade students in two schools in Charles County, Maryland, 
and to determine whether there were sex differences in its 
occurrence. 
The second purpose was to investigate whether there was 
a relationship between oral communication apprehensi on and language 
achievement and between oral communication apprehension and student 
attitudes toward the language arts. 
Rationale 
The majority of the studies of oral communication apprehension 
have concentrated on the identification and treatment of the 
syndrome with respect to high school and college age students who 
experience difficulty in communicating in speech classes. In view of 
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the nature and magnitude of the problem reported in the previous studies, 
there is need to investigate whether the problem exists at the elementary 
school level. Recent literature suggests that the elementary level may 
be the spawning ground for the initial stages of the oral communication 
apprehension problem, that its magnitude increases as students get older, 
and that it may affect achievement (Mccroskey, Andersen, Richmond and 
Wheeless, 1981, and Garrison and Garrison, 1979). If this be the case, 
. . . 
more studies are needed to investigate student populations younger than 
the high school level. 
The recent back to basics movement may indicate the concern 
of parents and educational authorities over the reported decline in 
standards of achievement at the elementary level, particularly in all 
aspects of the language arts including reading (Cook, 1977 and 
Copperman, 1979). It seems appropriate and necessary, therefore, to 
examine the relationship between oral communication apprehension and 
achievement in and attitudes toward the language arts. 
Theoretical Base 
The theoretical framework of the oral communication apprehen-
sion construct has its roots in the disciplines of communication and 
psychology, tne latter mainly personality theory and group behavior 
aspects of social psychology. Broadly speaking, the topic falls under 
the communication umbrella. Its focus is on the process of human 
communication, either verbal or non-verbal; on the persons who engage 
in the communication process, i.e. the communicators, be they source 
or receiver; and on the communication situation, i.e. the general or 
particular environmental setting in which the process of communication 
takes place (Berlo, 1960; Miller and Nicholson, 1976; Taylor et al., 
1977; Mccroskey and Wheeless, 1976). An additional focus in dealing 
with the communication process from the standpoint of the communicator, 
is the provision for the development of communication competence 
through the acquisition of efficient communication skills. Within the 
scope of the above, the communication researcher operates by investigat-
ing specific aspects of communication to a dd to the knowledge 'base of 
8 
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the discipline and to evaluate the state of the art ( Allen and Brown, 
1976; Connolly and Bruner, 1974; Hymes, 1972; Lundsteen, 1966; and 
Barnlund, 1968). 
Speech communication is a specialized and most important rib 
of the communication umbrella. Marlier ( 1980) defines it as "a dis-
cipline concerned with the dynamic, interactive process through which 
changes are sought in the social world, and occurs in every- social con-
text" (p. 324). This definition is in keeping with the more generalized 
ccincepts of the scope and functions of the speech communication discipline 
as it encompasses not only the study of the individual's mechanisms and 
modes of speech acqui sition and production, but the social context in 
which the process of speech communication takes place (Burgoon and 
Ruffner, 1978; Mccroskey and Wheeless, 1976; Dance, 1972; and Andersen, 
1972}. The scope and functions of the speech communication specialist 
have widened and so have those of researchers in the discipline. Em-
phasis seems to be now more on the pragmatics of speech communication 
than on the mechanics, more on the interactions and t ransactions that 
take place during interpersonal connnunication encounters between people 
(Hymes, 1976; Hurt et al., 1978; Marlier, 1980). 
Included in the special interests and concerns of the contem-
porary speech communication specialists and researchers is the concern 
for the communicator in the process of communicating in the particular 
social context in which he or she exists. His or her behavior and 
attitudes in the communication situation are important and both produce 
clues as to how he or she feels about the cormnunication encounters 
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he or she engages in. It is through planned encounters such as those 
which occur in speech classes at high school or college level or in 
adult speech-making situations that the reluctant or anxious communica-
tor is most easily identified. It is the focus on him or her in a 
formal speech communication context and in the classroom that gave 
recognition to · the stage-fright syndrome (Clevenger, 1959; Porter, 
1974) as well as in its broader context oral communication apprehen-
sion (Mccroskey, 1970). 
Speech anxiety may be conceptualized in the larger pattern of 
general anxiety. Spiel berger ( 1966) offers a definition of anxiety 
which embraces the basic ideas behind the concept of speech anxiety or 
oral communication apprehension. He defines anxiety as "a complex 
reaction to response -- a transitory state or condition of the organism, 
which varies in intensity and fluctuates over time. But the term is 
also used to refer to a personality trait -- to individual differences 
in the extent to which different people are characterized by anxiety-
states and by prominent defenses against such states " ( p. 12). 
Mccroskey (1977) has categorized oral communication apprehension as a 
learned personality trait so the anxiety related to the syndrome is 
an anxiety-trait (A-trait) according to Spielberger, as distingui shed 
from an anxiety-state (A-state) into which category the anxiety related 
to public speaking falls. Lamb conceptualized A-Trait as "a dispositional 
variable which identifies a general proneness to experience anxiety, 
while A-State anxiety refers to anxiety a.sit is experienced at a part-
icular moment " (Lamb, 1972, p. 62). Tra~t-anxiety is the element 
which gives the oral communication apprehension construct its 
psychological case. 
Treatment of the oral cormnunication apprehension syndrome 
by means of systematic desensitization is also psychologically based. 
Because it is learned, methods can be used to modify the learned 
behavior. Because anxiety can be treated, a behavior therapy treat-
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ment program can be utilized to help in the alleviation of the symptoms. 
Systematic desensitization is a most successful, effective, and widely 
used method of helping the person suffering from a high level of oral 
communication apprehension (Mccroskey, 1970, 1972; Paul, 1966; 
Sheehan, 1971; Lohr and McManus, 1975; Goss, Olds and Thompson, 
1977). The method is designed to bring about a reduction of anxiety 
and help replace avoidance behavior with approach behavior because the 
physical and psychological manifestations of the syndrome have been reduced. 
Assumptions 
It was assumed that oral comnunication apprehension existed 
among the population from which the sample was drawn and that it can 
be measured. 
Research Questions 
1. What are the percentages for the sizes of the groups of children 
in the sample identified at the various levels of oral communication 
apprehension? 
2. Are there significant sex differences in the occurrence of 
oral communication apprehension among the groups in the sample? 
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J. Are there sex related differences between the oral communica-
tion apprehension groups in achievement and attitudes toward the lan-
guage arts? 
4. Is there a relationship between language achievement as mea-
sured by the Iowa Test of Basic Skills, Language Subtest, and oral 
communication apprehension as measured by the Personal Report of 
Communication Fear Scale? 
5. Is there a relationship between attitudes toward the language 
arts as measured by the Arlin-Hills Attitudes Toward the Language Arts 
Scale and oral communication apprehension as measured by the Personal 
Report of Communication Fear Scale? 
Hypotheses 
1. The percentages for the sizes of the groups of children in the 
sample identified at the various levels of oral communication apprehen-
sion correspond closely to what was expected in the normal distribution 
of the school population. 
2. There are statistically significant sex differences in the occur-
rence of oral communication apprehension (OCA) between the pairs of the 
sexes in each category of the sixth grade students in the sample. 
J. There are statistically significant sex differences in language 
achievement among the OCA groups in the sample. 
4. There are statistically significant sex differences in attitudes 
toward the language arts among the OCA groups in the sample. 
5, There are statistically significant differences in language 
achievement among the oral communication apprehension groups in the sample. 
6. There are statistically significant differences in attitudes 
toward the language arts among the OCA groups in the sample. 
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Definition of Terms 
Human Communication 
"Human communication is a subtle and ingenious set of process-
es. It is always thick with a thousand ingredients-- signals, 
cod.es and meanings-- no matter how simple the message or transac-
tion. Humru1 communication is also a varied set of processes. 
It can use any one of a hundred different means, either words or 
gestures ... either intimate conversations or mass media and world 
wide audiences ...• Whenever people interact, they communicate ... 
When people control one another, they do so primarily through 
communication " (Smith, 1966, p.v. ). 
Speech Communication 
Speech communication is defined as "a discipline concerned 
with the dynamic interactive process through which changes are 
sought in the social world, and occurs in every social context 
through the vehicle of language " (Marlier, 1980, p. J14). 
Communication Situation 
This is the total environment in which communication occurs. 
Situation includes occasion, surroundings, people, and interrelation-
ships among these factors. All these can affect the communica-
tion process. Situation can determine which sensations persons 
receive and which they perceive. Situations also influence inter-
pretations and responses (Taylor et al., 1977). 
Competence 
Competence is the child's ability to learn a repertoire of 
-speech acts, to take part in speech events, and to eV9luate one's 
own accomplishments (Hymes, 1970). 
Communicative Competence 
Communicative competence is defined as "mastery of an underlying 
set of rules determined by the culture and the situation, affecting 
language choices in interpersonal communication events" (Hymes, 1970, 
p.14). 
Communicative Performance 
This relates to how people use language, for what purposes, and 
how efficiently (Hymes, 1972). 
Achievement 
Achievement is defined as "accomplishment; success in bringing 
about a desired end; that which is successfully attained and the 
degree or level of success in some specified area or in general; 
the proficiency attained in scholastic or academic work" (Diction-
ary of Behavioral Sciences, 1973, p.5). 
Academic Achievement Test 
This is a test "designed to measure the level of proficiency 
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by testing the individual's performance in a particular subject area 11 
(Dictionary of Behavioral Sciences, 1973, p,375). "An achievement bat-
tery is a group of tests that measure the degree of attainment of skills 
and knowledge in several areas" (Dictionary of the Behavioral Sciences, 
p.5). In the present study, the Iowa Test of Bas · c Skills was the 
achievement measure used. Test L was the language component in the 
test battery that provided the data on language achievement (Hieron-
ymous and Lindquist, 1971). 
Communication Apprehension 
Communication apprehension is a broad-based fear or anxiety 
associated with real or anticipated communication with another person 
or persons (Mccroskey, 1970). Oral communication apprehension is an 
individual's level of fear or anxiety associated with real or 
anticipated (oral) communication with another person or persons 
{Mccroskey, 1977), 
High Oral Communication Apprehension 
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People who experience a high level of oral communication 
apprehension are those whose anxiety about or fear of communicating 
orally outweighs projections of gain from such activity (Phillips, 
1468; Mccroskey, 19?0). High oral communication apprehensives are 
persons who have or anticipate negative feelings and outcomes from 
communication, and will avoid oral communication if possible, or suffer 
from a variety of anxiety type feelings when forced to communicate 
(Mc Croskey, Daly, and Sorensen, 1976). 
Stage Fright 
Stage fright is an acute anxiety condition in which fear symptoms 
appear and higher mental processes are reduced in efficiency when a 
person is engaged in speaking to an audience. It is also accompanied 
by a lack of confidence ( Baird and Knower, 1968) . 
The Reticent Individual 
The reticent individual is a person for wham anxiety about 
participation in oral communication outweighs his projection of gain 
from the situation (Phillips, 1968). 
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Language 
The term language is used for a socially institutionalized 
system of symbols--oral and written--by which members of a social 
community communicate in a fairly standardized way. It is acquired 
from contact with other human beings and consists of symbolized meanings 
which act as sources of stimulation mediators for responses 
and Nicholson, 1976). 
Language Arts 
(Miller 
Language Arts is an umbrella term which describes all the 
language related activities in the elementary school program. It com-
prises the expressive components of spoken and written language, in-
cluding spelling and handwriting, and the receptive components of 
listening and reading, all of which are interrelated (Fisher, 1977). 
Attitude 
An attitude is a learned p-edisposition to react consistently 
in a given manner, either positively or negatively, to certain persons, 
objects or concepts (Dictionary of Behavior Sciences, 1973). 
Methodology 
Sample 
The sample for the study consisted of 547 sixth grade students, 
266 girls and 281 boys. The children were in intact classes, but stu-
dents with reading problems were not included. The schools from which 
the sample was selected were situated within ten miles f rom each other 
in Charles County, Maryland. Both schools were in a suburban environment, 
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and the socio-economic levels of parents of the subjects ranged from 
lower middle to middle class according to income and occupation. The 
principals of the 6chools used in this study supplied this information. 
Design 
This study was descriptive and used empirical data. The scores 
obtained from The Personal Report of CoIIDnunication Fear Scale (Mccroskey, 
1977) were used to categorize the subjects into five oral communication 
apprehension groups -- High, Moderately High, Moderate, Moderately Low, 
and L.ow, -- according to McCroskey 's method described in Chapter III . 
The procedures for data analysis are described below. 
Procedures for Data Analysis 
After the administration and scoring of the oral communication 
apprehension test designated The Personal Report of Communication Fear 
Scale (McCroskey, 1977), the mean and standard deviation were computed 
from the scores obtained. The criteria for categorizing the data into 
five groups according to the students' level of oral communication 
apprehension (OCA) were applied to the data. This was done for the 
purpose of identifying the students in each of the five groups. Percent-
ages were computed to indicate what proportion of the entire sample was 
found to be in each category. Chi-square data for the occurrence of 
OCA in each category were also computed for the sexes. In addition, a 
two-way analysis of variance was done to estimate the significance of 
difference between the means of the groups for the sexes. The Scheffe 
test of pairwise comparisons was also used as a further analysis of 
the group means to further examine significance of each of the pairs. 
In order to examine the relationship between oral communication 
apprehension and language achievement, the mean scores from the Iowa 
Test of Basic Skills, Language Subtest (ITBS-L) for each OCA group, 
were used to assess whether there is a relationship between the five 
18 
OCA groups. A one-way analysis of variance was used to test for sig-
nificance of difference between means. A similar procedure was fol-
lowed in examining the relationship between oral communication appre-
hension and attitudes toward the language arts using the mean scores 
for each OCA group from the Attitudes Toward the Language Arts Scale. 
(Arlin-Hills, 1974) A further analysis of the data was necessary to 
examine the extent of the relationship of the oral communication appre-
hension test scores and those of the two variables mentioned above. 
Hence an intercorrelation of the scores for the three test variables 
was done. 
the data. 
Appropriate computer programs were used for analysis of 
Limitations of the Study 
There are obvious limitations to be found in any study. One of 
the limitations is that the sample was selected from only two schools 
in the school system. Another limitation is that the number of stu-
dents in the sample of sixth graders may not have been large enough to 
be representative of the sixth grade population, In addition, the re-
sults of the study may be limited to the scores on the specific meas-
ures of language achievement and attitudes toward the language arts 
used to obtain the data for this study. Further, the saryle was 
limited only to subjects from a suhurban population. 
Significance of the Study 
This study may add to the increasing lmowledge base on the 
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oral communication apprehension construct. It may also lead to more 
comprehensive and in-depth studies of a similar nature at the elementary 
and middle school levels. 
In addition, tne findings may lead teachers in elementary and 
middle schools to a greater awareness of the importance of the process 
of communication in general and of oral communication in particular. 
Such awareness may result in more interest and attention being paid 
to those students who may be identified as oral communication apprehen-
sives at both elementary and middle school levels. Such sensitivity 
may lead to the provision of appropriate classroom environments which 
cater to the oral communication needs of all students and to develop 
teaching strategies for tbe alleviation of problems if they exist 
among students. Some strategies and appropriate literature are 
suggested in Chapter V. Elementary and middle school principals and 
counselors in collaboration with their teaching staffs may also be 
impelled to fulfill one of their most important roles in promoting and 
maintaining the oral communication growth and freedom from communication 
apprehension of their students, as well as stimulate them to become 
successful and efficient communicators. 
Organization of the Study 
This report is organized into five chapters. Chapter I con-
sisted of an introduction, a statement of the problem followed by 
the purpose of the study, the rationale, the theoretical base, the 
aSSUlllptions, research questions and the hypotheses. Also included 
are the definition of terms, an outline of the methodology including 
the sample, design and procedures for the data analysis, the limit-
ations and significance of the study. 
In Chapter II the review of the relevant literature on the 
problem of oral communication apprehension is presented. This review 
includes a discussion of the general concepts and studies on oral 
communication apprehension in Part 1 and a discussion of recent 
trends in language arts education in Part 2. 
Chapter III describes the procedures for selecting the subjects, 
a description of the sample and instrwnents, as well as ad.ministration 
of the tests, the scoring procedures, and the procedures for the 
analysis of the data. 
The analysis of the findings is discussed in Chapter IV. The 
data are presented in both tabular and textual form. The major find-
ings from the data are interpreted with special reference to the 
hypotheses stated in Chapter I. 
Chapter V summarizes the main conclusions inferred from the 
findings of the study. Based on these conclusions are recommendations 




REVIEW OF RELATED LITERATURE 
The review .of literature presented in this chapter includes a 
discussion of the historical antecedents of the oral communication 
apprehension concept, its reconceptualization, and studies done within 
the past two decades which have yielded a variety of findings on the 
construct. Special focus is placed on the oral communication appre-
hension syndrome as it impacts on children in classroom situations 
and on its relationship to their academic performance. Literature 
relating to some current trends in language arts education with special 
reference to speaking is included in the second section of this chapter. 
Part I 
General Concepts and Studies Relating to 
Oral communication Apprehension 
This study investigates communication fear or apprehension as it 
relates specifically to speaking. Presently labelled "oral commun-
ication apprehension," its history is rooted in the efforts of early 
communication researchers and speech specialists who investigated the 
anxiety symptoms experienced by speake~s in public speaking situations. 
This syndrome, known as "stage :fright," "speech fright," or "speech 
anxiety" by different researchers, has been a concept that has 
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received a good deal of attention for decades, and attempts have been 
made to suggest causes and ways to overcome the problem. 
Concepts and Studies on the Stage Fright Syndrome 
As far back as the 1930's speech teachers and researchers in 
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the speech fiel? were cognizant of the fact that some proportion of the 
students in their speech classes were having difficulty in communicating 
with others, were fearful about speaking in front of their classmates 
in public-speaking classes and were functioning on the periphery of their 
classes (Hollingsworth, l.935; and Lomas, l.935, 1937). Speech fright was 
even found to be a cause for dropping out of public speaking courses. 
Much concern was evinced in the problem and investigators in the field 
of speech commtmication sought to find approaches to understanding the 
nature and magnitude of the speech fright syndrome in specific popula-
tions. They also sought to formulate possible causes, to assess the 
impact of stage or speech fright on other facets of students' lives and 
to develop strategies for helping students cope with the problem. 
Attempts to Measure Stage Fright 
Simple surveys of students' feelings and reactions to the 
speech-making experience were the precursors of more sophisticated and 
empirically oriented research. Menchhofer (l.938) included in a regular 
questionnaire on poise and mastery of public-speaking techniques an 
item related to the speech fright experience. Students were asked 
whether they considered overcoming tmdesirable nervousness as the most 
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important feature of the speech course. Of the 224 students 90 percent 
answered in the affirmative. Menchhofer viewed the stage fright problem 
as "a deadly enemy" to the person so afflicted (p. 23). He suggested a 
three pronged attack on the problem: thorough preparation, correct 
mental attitude and control of physical activity. He had to concede, 
however, that the second and the last mentioned techniques were diffi-
cult to put into effect. 
The example above is one example of the interest in the 
manifestations of the stage fright or speech fright syndrome among 
students at the college level and at the upper high school level. This 
interest seemed to have been generated at that time by some research 
and subsequent writings of Lomas (1934 and 1937). His work had a definite 
psycho-physiological orientation which seemed to have an impact on the 
speech field, stimulating both speech specialists and psychologists to 
think more deeply about the plight of those suffering from the speech 
fright syndrome. In a study of 116 tenth grade students, Lomas (1934) 
was one of the first researchers to use introspective or subjective 
measures to gather data on the personal experiences and feelings of the 
subjects being studied. This kind of self-report device purported to 
measure cognitively-experienced stage or speech fright as against 
audience-perceived stage fright as measured by judges' ratings by obser-
vation. He fo1.md that with remediation, stage fright tended to decrease 




College freshmen were found to be a readily available population 
not only for research on stage fright or speech anxiety but for promulgat-
ing the literature dealing with its symptoms, its magnitude and techniques 
for overcoming or reducing its manifestations. Speech textbook writers 
began to devote some portions of their texts to the explication of the 
syndrome (Orr, 1931; Hollingsworth, 1935; Murray, 1937; Sarett and 
Foster, 1946; Eisenson, 1950; Baird and Knower, 1952; and others). Most 
of these textbooks containing in varying proportions the same body of 
knowledge about the psycho-physiological aspects of speech fright (Lomas, 
1934, 1937 and Gilkinson, 1940 and 1942) assured the readers that the 
speech fright problem was a pervasive one and offered suggestions for its 
alleviation. These texts also included the findings of research on the 
problem to indicate its magnitude. 
Using a group of 844 freshmen enrolled in a speech class, 
Chenoweth (1940) investigated the factors related to the process of 
adjustment in a speaking situation. He used a rating scale to classify 
the subjects into adjusted and maladjusted categories, held interviews 
and collected case-histories. He also used a personality inventory to 
prorile the personality traits of 100 of each of the two categories. 
Chenoweth round that "there were 25 percent more well adjusted SJ)ea.kers 
than maladjusted ones; that the well adjusted speakers had a continuous 
and more varied record or speaking experiences in their past history, 
and that more well adjusted speakers than maladjusted speakers exhibited 
a bias toward dominance 11 (p. 587). The study contributed a list of 
basic characteristics exhibited by well-adjusted and poorly adjusted 
speakers in formal speaking situations and evaluated by the ratings of 
judges. The maladjusted speakers were the ones who were considered to 
have manifested the symptoms of speech fright or speech anxiety. 
Like Lomas' work in studying and disseminating available 
infonnation on the speech fright syndrome, Gilkinson's work (1940) has 
had tremendous ~nfluence on the thinking of speech specialists and 
researchers in the field. Gilkinson's study investigated the social 
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fears or college students who were enrolled in a basic speech course. 
Instead of using the method of observer rating frequently used in speech 
research at that time, he chose to utilize an introspective measuring 
instrument to gather data on the degrees of fear or confidence experienced 
by the 420 men and women in the sample. He developed a self-report scale 
consisting of 104 items designed to secure responses from the students on 
the emotions they experienced in speaking before their classmates during 
a semester. This self-report instrument was named The Personal Report on 
Confidence as a Speaker and was considered a device for measuring 
cognitively-experienced speech fright. The first 54 items were designed 
to reflect varying degrees of fear, and the remaining 50 to reflect vary-
ing degrees of confidence. Students were instructed to circle "yes" or 
"no" in response to each item as it reflected their personal experiences 
in the most recent speech. The method of summated ratings was used to 
obtain a personal score for each individual. Gilkinson (1942 p. 159) 
re ported a II split-half reliability coefficient or • 9 J. " Gi lkinson him-
self did not validate the instrument against any direct and independent 
measure. 
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The Personal Report of Confidence as a Speaker (PRCS) served 
as a highly acceptable and reliable instrument for research into speech 
fright by its constructor and by other researchers for subsequent studies. 
Gilkinson (1943) reported the results of the second part of the previous 
study, using the PRCS data already quantified. He sought to correlate 
the data with such factors as speech skill, academic achievement, 
morale, experience, training and physical status. Some of the major 
findings of the Gilkinson study were that there was little or no relation-
ship between the PRCS scores and intelligence test scores and school 
grades; that the PRCS scores correlated moderately with social adjustment; 
that there was a low but significant correlation with emotional adjust-
ment; that less confidence and more fear was exhibited by the women than 
the men; that speech training helped bring about a reduction in fear 
over a four month period; that the fearful speakers had less formal 
training and experience in speech activities, had shown a relatively low 
preference for activities and vocations involving speaking in public, 
had a generalized low self-evaluation and showed a generalized sense of 
inferiority when they had to speak in public. Some of these findings 
corroborated the subsequent findings of researchers involved at a later 
date in oral communication apprehension, which is included in this re-
view. The Gilkinson (1942 and 1943) studies were significant in that 
they "indicated a functional relationship between speech-classroom 
behavior and behavior in a variety of social situations" (Gilkinson 
and Knower, 1940, p. 255). 
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The Personal Report on Confidence as a Speaker filled a 
need for a measuring instrument that was considered to have a satis-
factory degree of statistical reliability in the investigation of the 
speech-fright phenomenon. This self-report questionnaire served as a 
stimulus for other studies, using it wholly or in part. Paulson ( 1949) 
used the PRCS tQ study the changes in confidence during a period of 
training of 271. students in the freshman speech class. Only the third 
part of the PRCS was used in this study. Fifty statements describing 
varying degrees of fear and fifty describing varying degrees of confidence 
comprized this section. A pretest and a posttest were given before and 
after ten weeks of speech training. A comparison revealed that both men 
and women showed significant increases in confidence. Not all students 
however who were fearful improved in confidence. Another group of 56 
students from the same freshman class but who had not taken part in the 
first experiment, were put through the same pretest-posttest-treat.ment 
procedure. In addition they were asked to speak, not to their classmates, 
but to a group of strangers, then to take the PRCF test a third time. 
When scores for the three speeches were compared, it was found that 
improved confidence tended to remain the same even though the audience 
for the third speech were strangers. 
Two studies which utilized measuring instruments different 
from the Gilkinson approach to gather data on the speech fright 
phenomenon were that of Dickens, Gibson and Prall, (1950) and Dickens 
and Parker (1951). The first, called Judges'ratings, (JR) utilized 
the reports of observers of individuals during the speech experience. 
The other used physiological measurements in addition to rating scales 
and self-report instruments. The Dickens, Gibson and Prall (1950) 
study involved the observation of the overt manifestations of stage 
fright during speech. A rating scale was developed by the researchers 
and the ratings were done by classmates and speech teachers. The 
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rating scale was found to be a reliable technique for measuring the 
overt manifestations of stage fright. The PRCS and the JR measures were 
used to validate each other. 
The purpose of the 1951 Dickens and Parker study was to 
investigate the physiological, introspective and rating scale techniques 
for the measurement of stage fright, emphasis being placed on the first 
mentioned technique. One hundred college students, 50 male and 50 female 
were used in this study. Their pulse rate and blood pressure readings 
were taken shortly after regularly assigned classroom speeches, after 
which the Gilkinson self-report questionnaire was administered. Judges 
also rated each student during the speech making session. A month 
later the same procedure was carried out except that the pulse and blood 
pressure readings were taken before the speech. Comparisons were made 
between approaches used and between sessions one and two. The findings 
revealed that speaking situations measurably affected the blood pressure 
and pulse rate of the subjects. More of the subjects experienced 
fluctuations in pulse rate before than after speaking, but there were no 
statistically significant blood pressure fluctuations before speaking 
than after. The~ scores for the women subjects were higher than 
that for men toward the "fear" side of the scale. Pulse fluctuations 
were also higher. For men, Judges' ratings and blood pressure 
fluctuations were higher. 
Synthesizing Stage Fright Research Prior to 1959 
Clevenger ( 1959) was the first researcher to attempt a 
synthesis of the research on stage fright or speech anxiety undertaken 
prior to 1959. He set out to analyse the findings of each study in the 
light of the definitions stated and the measures used to produce the 
data on which the findings were based. He stated: "The key to 
fruitful comparison of experiments lies in an understanding of the 
problems of definition and measurement as they apply to research in 
stage fright, where these two problems become inextricably intertwined" 
(p. 134). It was found that some researchers such as Greenleaf (1947) 
and Low (1951) found it difficult to synchronize definition with 
measure. Clevenger claimed that in spite of the apparent contradiction 
evident in analysing and synthesizing the twenty one studies he cited, 
there was remarkable consistency. His summation of the findings from 
the variety of studies on the stage fright or speech fright phenomenon 
yielded the following: 
1. Teachers and researchers in speech seem to be more in 
agreement concerning what constitutes the absence of stage fright or 
speech fright than what constitutes its presence. 
2. The three variables of the stage or speech fright phenomenon 
are audience-perceived stage or speech fright measured by Juqgesrratings, 
cognitively-experienced stage or speech fright measured by self-report 
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instruments, and physiological disruption as measured by mechanical 
devices. 
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3. A positive but weak relationship exists between over-all 
measures of experienced stage fright and observational indices of certain 
specific behaviors. 
4. Women experience more stage .fright than men, but iudges 
observe stage .fright more in men than in women. The difference, however, 
is small. 
5. The relationship is stronger between experienced stage or 
speech fright and personality test scores for women than for men. 
6. There is a strong negative relationship between observed 
stage fright and judges'ratings of Bpeaking ability. Experienced stage fright 
has a weak negative relationship with observer's judgements of speaking 
ability (Clevenger, 1959). 
Clevenger's review of the literature on stage or speech-fright 
encompassed a period of two decades. Except for the study by Lomas (1934) 
which involved subjects in the tenth grade, the studies reviewed involved 
college level students. 
Study of Stage Fright At The Elementaey Level 
Shaw (1966) was one of the first to attempt to investigate 
the speech fright phenomenon at the elementary level. His study 
involved 1,166 elementary subjects and 8 teachers from kindergarten, 
second, fourth and sixth grades. Shaw used Clevenger' s definition of 
speech fright. "Speech fright involves the fear of impending ill 
... 
brought about or triggered by a public speaking situation " (Shaw, 
1966, p. 42). He surveyed the selected grade levels to ascertain the 
degree to which speech-fright existed among the students. He also 
attempted to assess the relationship between speech-fright and the 
students' speaking ability and its possible implications for speech 
readiness. Oo~ervation and introspective tests were used to gather 
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data on speech fright. Children were also tested on speech practices 
to gather data on their speech ability. 
Shaw's findings showed that, as measured by introspective 
tests,the levels of speech-fright varied across the grades. There were 
significant differences between the levels of speech-fright in the 
upper and lower grades with children in the upper grades tending to have 
higher levels of speech-fright than those in the lower grades. 
According to the results of the self-report measure, it was estimated 
that 15 to 25 percent of the children in elementary grades appeared to 
be seriously concerned about speech-fright, the higher percentage being 
that for the students in the upper elementary grades. Sex differences 
in the incidence of stage fright were not evident throughout the grades 
except that second grade boys showed a higher level of speech-fright 
than girls as measured by direct questions. It was found that, across 
the grades, students of lower socio-econonic levels reported a higher 
incidence of speech-fright than students of higher socio-economic 
levels. In direct questions, sixth grade indicated the most speech-
fright, and there was also a general indication that the higher the 
grade the more evidence of speech-fright existed. In reporting on the 
relationship of speech ability to speech-fright, Shaw's findings 
indicated that speech-fright as shown by observation bears a relation 
to poor speech ability at the 10 percent level, but in general across 
the grades, poor speech ability did not appear to be predictive of 
speech-fright or vice versa. 
Some Studies Suggesting Remedial Techniques 
32 
A disc~ssion of the investigations into the stage-fright or 
speech-fright syndrome would not be complete without scane reference to 
the literature which incorporated suggestions for possible strategies 
which may be used for its alleviation. Most of this literature emphasized 
what the authors considered were the most appropriate techniques for 
success in public speaking situations (Lomas, 1944, Gilkinson, 1943, 
Sarett and Foster, 1946, Baird and Knower, 1952, Clevenger and Phifer, 
1959, Robinson, 1959, and Ross, 1966). Clevenger end Phifer, 
(1959) listed these as: techniques that operate in a general way 
before the speech; techniques of speech preparation; techniques for 
use before rising to speak and techniques to employ while speaking. 
Suggestions other than the above related to remedies which purported to 
benefit the personality of the individual. Such approaches included 
group comi.seling therapy sessions (Giffin and Bradley, 1969), systematic 
desensitization, (McCroskey, Ralph and Barrick, 1970), hyJ>nosis, 
(Barker et al., 1972), therapy through learned behavioral techniques, 
using peer helpers (Fremouw and H_armatz, 1975), and cognitive restructing 
(Garrison and Garrison, 1979). 
Swnmary 
The literature reviewed in this section provided a brief 
historical and theoretical overview of the concepts, studies and 
approaches dealing with the stage fright (also known as speech fright 
or speech anrlety} problem. This section was intended to serve as a 
backdrop agains't which to place the oral communication apprehension 
construct. 
Concern over the plight of students in college speech 
classes who exhibited the symptoms of the stage fright syndrome led 
speech specialists and researchers to study the problem. A plethora 
of studies done during the past fifty years has attempted to pinpoint 
specific manifestations or the problem by using three types of measures 
-- observer's ratings, physiological measures and self-report instru-
ments. Strategies for dealing effectively with the problem were also 
developed and implemented. 
Lomas ( 1934 and 1937) was one of the first researchers to 
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seriously investigate the existence or the stage fright problem and to 
use a self-report device to gather data on the personal feelings of the 
subjects. He also outlined strategies for alleviating the symptoms 
experienced during public speaking. He found that applying the strategies 
tended to decrease the symptoms over time, but there was an increase 
under different circumstances. 
Other researchers like Chenoweth (1940) and Gilkinson 
(19401 also used self-report instruments to gather data on identifying 
those students who manifest symptoms of stage fright and may be helped. 
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The instrument developed by Gilkinson, the Personal Report on Confidence 
as a Speaker was used in subsequent studies as an e~ficient and reliable 
instrument for gathering data on stage ~right. A major finding of his 
study was that there was a functional relationship between speech class-
room behavior in a variety of social situations but that there was little 
or no relationship between PRCS scores and intelligence test scores as 
well as with high school grades. 
Clevenger (1959) analysed the findings of research in stage 
fright prior to 1959. One of the findings relevant to the present re-
search was that there was a small difference in the occurrence of stage 
fright between men and women. A synthesis of the findings has been 
outlined in detail in the extended discussion of Clevenger's findings. 
He found that there was remarkable consistency in the findings of the 
studies he cited. 
The only study done at the elementary level was that of Shaw 
(1966). He found that speech fright, the term he used instead of stage 
fright in his study, increased as children progressed from lower to 
upper grades. He also found that the problem ~fected from 15 to 25 
percent of the children studied. He also reported a higher incidence 
of speech fright among students at the lower socio-economic levels. 
In conclusion, most of the researchers cited in the review 
suggested techniques they considered appropriate for alleviating the 
problem of stage fright at high school and college leve ls. 
Concepts and Studies on the Oral Communication 
Apprehension Syndrome 
In historical perspective, both the study or stage-rright, 
(also termed speech-rright or speech-anxiety) and reticence seemed to 
have made an impact on and stimulated the study or the syndrome known 
as oral communication apprehension. In a very recent report or a sym-
posium dealing with opinions end research on the concepts surrounf.J.ng 
the problems or shyness, reticence, communication apprehension and a 
variety or other common problems (Phillips e't al., 1980), the origins 
and distinctions between the problems plus dirrerences in methodology 
and treatment were discussed. Phillips stated that the study or the 
oral communication apprehension syndrome grew out or the work on reti-
cence done by himself and his associates. Mccroskey ( 1980) the fore-
most proponent or the concept and study of oral communication 
apprehension, confirmed this in his reply when he stated: "My communi-
cation apprehension construct grew directly from Phillips I work " ( p. 
230), He also indicated that he considered shyness or reticence the 
genus and communication apprehension its specie, and that differences 
existed between the two constructs. 
The work of Phillips (196S) provided a knowledge base and 
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outlined a personality profile or the problem communicator whose problem 
he called reticence. He reported that such persons were mi.usually dis-
tressed about their inability to communicate, avoiding or withdrawing 
from communication interaction even with peers. They were reluctant to 
ask questions even of their peers, would abruptly break off communication 
because of fear of communication, and saw themselves on the periphery or 
social groups. These characteristics tended to extend to rear of 
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communicating with significant others, particularly their parents. They 
were unusually quiet,and attempts to communicate often upset them 
physically. Face-to-face contacts with other people usually threatened 
them and they preferred to communicate in writing with others, wherever 
possible. It was found that persons who suffered from the reticence 
syndrome descri_bed tended to seek occupationa and activities which 
spared them the anxiety associated with attempts to communicate. They 
did not anticipate success in communicative transactions involving 
speech. Phillips built up this pro~i le of the ret icent person from case 
studies involving interviews and diary reports from college-aged stu-
dents. 
With this foundation study as a base, Mccroskey (1970) 
reconceptualized and revitalized the basic ideas surrounding the syn-
drome associated with fear, anxiety or apprehension about participating 
in communication situations. Both Mccroskey and Phillips at that time 
believed that anxiety was the main cause of the problem and emphasized 
efforts at relieving such anxiety as part of the solution. The defini-
tion of a reticent or communication apprehensive person that seemed to 
have been accepted by both was: "a person for whom anxiety about 
participation in oral communication outweighs his projection of gain 
from the situation 11 (Phillips, 1968, p. 40; Mccroskey, 1970, p. 270). 
Phillips departed from his earlier position in relation to the allevia-
tion of anxiety as a possible solution (Phillips, 1977). He changed 
from the communication anxiety position in which anxiety alleviation 
is the central focus of the intervention process to the rhetori-
thera.py position in which training in public speaking ski lls is used 
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to stimulate improvement. Adherents of the previous position 
continued to work on the communication anxiety perspective. 
Development of Instruments to Measure Oral Communication Apprehension 
In his initial work describing the concept which he termed 
oral communication apprehension (OCA),McCroskey (1970) atteu~ted to 
distinguish his construct from that of stage fright and reticence and 
introduced his self-report measures and their rational e. Four scales 
were constructed, one to measure anxiety in the public speaking con-
text, and three others to measure oral communication apprehension at 
three levels-- at grade seven, grade ten and college levels. They we re 
all Likert type self-report instruments intended to tap how the stu-
dents felt about communicating. A high degree of reliability of each 
of the instruments was obtained, but th€ v~lidity remai ned to be tested. 
Subsequently, the Personal Report of Communication Apprehension, which 
was the name chosen for the different versions of the scale, at the 
high school and college levels, was used in a variety of studies, 
some of which are mentioned later in this review. Mccroskey (l978) re-
porting on the work done to secure reliability and validity data for 
the Personal Report of Communication Apprehension Scales (PRCA) a t the 
three levels already mentioned stated: 
Subsequent to the publication of the PRCA, a sub-
stantial number of studies have been completed 
utilizing the instrument. The results of these 
studies suggest that the PRCA: (1) is capable of 
predicting behavior that is theoretically con-
sistent with the construct of oral communication 
apprehension, (2) is correlated with other 
personality variables at a level theoretically 
consistent with the ... construct and (3) pro-
vides a measure of a stable characteristic of 
an individual that can be altered by subsequent 
intervention. (p. 203) 
During the period of scale development, five new items, all 
of which were directed toward dyadic or group communication, were 
added to the original 20 items of the PRCA scales. The new 25 item 
scales have been in use in a number of studies. A shortened 
version of the PRCA instrument was devised to allow for the use of 
the instrument when time constraints were a factor. Items chosen from 
the long form were the ones with the best item-total score correlations 
in a sample of 1,183 college students (McCroskey, 1978). 
In a more recent attempt to measure oral communication 
apprehension among children at the elementary school level, a 14 item 
instrument was devised. It was patterned after the original instru-
ments designed for use with students at high school and college levels, 
was validated against them, and correlated highly with them. The 
advantage of the new instrument was that it was shorter, simply worded, 
and could be used to identify oral communication apprehensives from 
kindergarten level to twelfth grade. From kindergarten to third grade, 
individual administration was the mode recOllll)lended. Group administra-
tion was recommended for the intermediate grades (Mccroskey, 1977). 
The use of this instrument was demonstrated recently in a study by 
McCroskey, .Andersen, Richmond and Wheeless (1981) in an attempt to 
generate normative data for children from kindergal'ten to twelfth 
grade and also to provide a basis for subsequent research dealing with 
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the school environment as a source of potential communication 
apprehension. The new measure was given the designation The Personal 
Report of Communication Fear (PRCF). This latest oral communication 
apprehension measure added to the repertoire of instruments available 
for measuring the construct and provided complete coverage of reli-
able and vali'd self-report scales which may be utilized to identify 
oral communication apprehensive persons of all ages. 
Since self-report scales have had practical advantages over 
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other types of measures such as behavioral observation and physiological 
devices, they have been relied upon heavily in collecting data relating 
to personal feelings, among which is apprehension about communication. 
Two other instruments also constructed to measure oral communication 
apprehension are The Unwillingness to Communicate Scale (UCS) (Burgoon, 
1976} and the Measure of Elementary Communication Apprehension (MECA) 
(Garrison and Brown, 1979 ). The UCS is a measure of communication 
apprehension that is based on the pattern of the PRCA, but is more 
broad-based and attempts to measure a student's unwillingness to 
communicate. It is a 20-item scale which has items designed to measure 
anxiety, introversion and frequency of participation as well as anomie, 
alienation, and self-esteem. It therefore taps a wider variety of 
communication behaviors than the .fR.QA. It was constructed for use with 
college students. 
A recently constructed Likert-type, 20-item scale designed 
specially for elementary school children is the Measure of Elementary 
Communication Apprehension (Garrison and Brown, 19'79). The items on 
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the scale ask children to respond utilizing smiling and ft-owning faces 
to various communication situations on a five point scale. Items were 
written and revised using McCroskey's guidelines for adapting the tRCA 
college level scale for use at the lower levels. The format of the 
instrument makes it more suitable for pre-literate or younger children. 
Relevant Studies on Oral Communication Apprehension 
Empirical investigations of the oral communication apprehen-
sion construct have yielded a variety of findings that indicate its 
viability and its applicability to real-life situations both inside and 
outside the classroom. Wheeless ( 1975) has asserted that "few con ... 
structs growing out of the research on human communication phenomena 
have been found to significantly affect such a wide variety of behaviors 
as oral communication apprehension" (p. 1). The person who is consid-
ered an oral communication apprehensive is one who is found to have a 
high level of fear or anxiety about communication. An increasing number 
of research studies have found that oral communication apprehension 
(OCA) is related to other personality correlates, and that it can be 
associated with a "wide range of socially maladaptive personality be-
haviors " (McCroskey, Daly and Sorensen, 1976, p. 377). In addition, 
a number of studies have concentrated on the possible impact of the OCA 
syndrome on learning outcomes in the classroom situation (Bashore, 
1971; Mccroskey and Andersen, 1976; Scott and Wheeless, 1977 and others). 
Perusal of the literature on oral communication apprehension 
has revealed that it is the one form of communication appreh~nsion that 
has received a great deal of attention and study. 
It is 
·t not a new term for stage fright because i encompasses more 
than fea:r of 
It has been found that people who suffer Public 
the stage 
spealcing. 
· f th fright experience may manifest some o e symptoms of oral 
comm,,~. 
-,icat. ion apprehension, but not every person who suffers fro 
an oral communication apprehensive. 
m stag 
e fright is 
Mccroskey ( 1977 ) 
stated that 




about communication, from talking to a single peer 
on television" ( p. 29). a speech Further, the person who exp . 
eriences the 
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oral communication apprehension problem experiences both 





generally, even to peers, accompanied by feelings of linWill' 
J.ngness to 
or withdrawal from communication. 
Stud1e~ on the Occurrence of 
Some studies have focused on the 
Oral Communj_cetion a 
- --P:Prehw~-; ,....~ 
~-
extent of the problem of 
oral 
communication apprehension among individuals in different 
Populations 
in order to identify and assess those individuals who are 
high appre-
hensives. A comprehensive study of the fears of Americans done by 
Bruskin Associates (1973) on a nationwide basis found that of the 
2,543 adult respondents 40 percent reported fear of speaking to a 
group as their major fear. Although this survey was done With adults 
it gives an indication of the possible extent of the problem in the 
population as a whole. 
Mc Croskey et al. ( 1981) reported an investigation to establish 
normative data for the occurrence of oral communi~ation apprehension 
among elementary and high school children, from kindergarten to 
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grade 12. In a preliminary study they administered the Personal 
Report or Communication Fear Scale (Mccroskey, 1977) to 248 chil-
dren at the K - J grade levels, 462 at 4 - 6 grade levels and 1,518 
at 7 - 12 grade levels. The data obtained from this study and the 
scores of the Measure or Elementary Communication Apprehension scale 
(~) (Garris-0n and Garrison, 1979) were used for the purpose or valid-
ating tne PRCF scale. The PRCF scale was then revised and validated 
in its final form, using both the MECA and the short form of the PRCA 
-- --
as criterion measures. A concurrent validity coefficient of .98 was 
obtained. Using the PRCF scale as a measure of oral communication 
apprehension it was found that children in the lower levels of the 
elementary school fK - J) had lower levels of oral communication ap-
prehension than children in the upper elementary levels (4 - 6). 
It was also reported that a substantial increase in oral communication 
apprehension appears to occur during grades J and 4. It was also found 
that prior to puberty the OCA norms are achieved and remain constant 
at a mean level of J6.5, with a range of scores from low to high of 14 
to 70. Full details on the above are given in Chapter III. 
Mention was made earlier in the literature on stage fright of 
the work of Shaw (1966) whose study was one of the earliest related 
to tbe present investigation. It investigated speech fright among 
elementary school cnildren and found that 15 to 25 percent of the stu-
dents in tne sample reported high levels of speech fright. This 
finding is substantiated in later studies by Mccroskey and Wheeless 
(1976), Mccroskey (1977a; 1977b), and Garrison and B:rown (1979). 
._,...,._£.._"""""_== 
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Another of the reported studies on oral communication apprehen-
sion among elementary school children was that of Wheeless (1971). 
He studied speech fright and employed different assessment measures 
such as observer ratings, introspective tests and physiological meas-
ures to estimate differences in the levels of speech fright among 
children of different elementary grades. He found that there was an 
increase of speech fright from the third to the sixth grades. 
These findings on the extent of oral communication apprehension in the 
general population as well as in the elementary school are consis-
tent. 
Studies on Sex Differences in Oral Communication Apprehension. 
_One of the earlier studies reporting differences in favor of men 
was that of Gilkinson (1942), reported earlier. This was one 
of the first studies to use a self-report instrument as a device for 
collecting date on the social fears of college students in speaking 
situations. Gilkinson's instrument, the Personal Report on Confidence 
as a Speaker served to gather information on the degrees of fear or 
confidence experienced by 420 men and women, It was found that women 
were more fearful than men in speaking situations. In a more recent 
study mentioned before in referring to the common fears experienced by 
Americans, Bruskin Associates (1973) reported that 46 percent of the 
adult females surveyed responded that speaking was their most common 
fear as against 36 percent of men, This seemed to indicate that 
women were more apprehensive about speaking than men. 
.Another interesting related study was that of Porter (1974) 
who investigated sex differences in oral communication apprehension 
as part of his work. He used 45 college students to gather data 
on their fear or anxiety about speaking, using both the self-
report techniques and physiological measures. It was found that 
females not only reported illore fear of communication than males but 
automatic arousal (heart rete) was very much higher in females than 
in males and that the heart rate increased at a faster rate. The 
study even though interesting seemed to have a few limitations. Por-
ter suggested that females may be more excitable than males and this 
may have influenced the results of the study. He also suggested 
that the sex of the experimenter particularly in the application of 
heart rate sensors to the chest of female subjects may have affect-
ed responses . .Another limitation was the small sample size. 
The study by Shaw (1966) reported earlier also investigated sex 
differences in the manifestations of speech fright among the subjects, 
numbering 1,166 elementary school children. He found that sex dif-
ferences in the incidence of speech fright across the grades were not 
evident, but that boys in the second grade had a higher level of speech 
fright as measured by direct questions. 
Two other related studies including sex differences in the occur-
rence of oral communication apprehension are those reported by Green-
blatt, Hasenauer, and Friemuth (19go). Both studies made a distinc-
tion between biological sex types and psychological sex types as well 
as androgynous males or females in identifying patterns of reported 
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self disclosure and communication apprehension. The subjects were 
J04 speech communication students at a large eastern university. 
They were categorized according to their scores on the Bem Sex 
Role Inventory (BSRI) for psychological sex type and the Jourard 
Self-Disclosure Questionnaire 60 (JSDQ 60). The difference in the 
results between feminine females and androgynous females was not 
statistically significant. Masculine males scored significantly 
lower than androgynous males. And finally, androgynous males' 
self-disclosure total mean scores were not significantly different 
from that of the androgynous females. It can be noted from these 
findings that there are significant differences in self-disclosure 
for the biological sex types but not for the psychological sex types. 
The second study consisted of a comparison of the sex types 
similar to those mentioned above. Instead of the self-disclosure 
questionnaire, the Personal Report of Communication Apprehension 
(PRCA) measure was used along with the BSRI already mentioned. 
Sex differences in oral communication apprehension among the cate-
gories being tested were investigated. The results revealed no signi-
ficant sex differences in oral communication apprehension between 
the biological sexes. Yet the subjects classified as feminine females 
showed a significantly higher level of oral communication apprehension 
than the masculine males. No significant differences were found be-
tween androgynous males and masculine males, while feminine females 
showed a significantly higher level of oral communication apprehension 
than androgynous females. 
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females. Lastly, no significant difference were found between an-
drogynous males and masculine males. These findings led to the con-
clusion that "within traditional sex role socialization masculine 
males are better equipped to deal with situations that call for communi-
cation performance" (p.126). In the view of the writer the tendency 
for men to speak in group situations more than women may be due to 
cultural influences as well as the above. 
Oral Communication Apprehension and Behavior in Group Settings 
The findings of a group of studies in which the behavior and 
preferences of high and low oral communication apprehensives were 
compared indicated evidence of avoidance or withdrawal behavior on 
the part of the high apprehensive. Such individuals tend to engage in 
much less oral communication by avoiding many social situations or par-
ticipating minimally, or being more silent than communicative if 
forced to communicate or when communication was unavoidable. Most 
of these studies were carried out in college settings but their find-
ings may give useful insights for studies at lower levels. In a 
study done by Weiner (1973) with 115 college students who were asked 
to choose the seats they preferred to sit in in a room, it was 
found that the high oral apprehensives chose to sit in positions 
in which they would not be at the focal points of interaction and 
leadership in the group. This choice of seats was made so that 
those individuals who were seated in them would avoid the dominant 
or leadership roles they may have been confronted with had they 
chosen other seats. Low apprehensives on the other hand sought 
the dominant roles, chose seats at the focal points of interaction 
and talked a good deal more. Consequently they had greater in-
fluence on the group than the high apprehensives. Other research-
ers such as Wells (1970), Hamilton (1972) and Mccroskey and Richmond 
(1976) had similar findings. 
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Sorensen and McCroskey (1977) investigated the interaction behavior 
in small groups of 92 college students, using both zero history and in-
tact groups. They used the Cattell 16 Personality ~actors (PF) Ques-
tionnaire (1970) and the Personal Report of Communication Apprehension 
(1970), for College level, as the main instruments and the Interaction 
Behavior Measure (IBM) (1971) as the small group interaction measure. 
Their study gave support to the hypothesis that in a small group setting 
individuals with high oral communication apprehension talked much less 
than those who were less apprehensive. From the findings they con-
cluded that "personality and communication apprehension are signifi-
cant predictors of interaction behavior in small groups" (p.80). 
The researchers advised caution in generalizing from their findings 
because the subjects of both groups were the same people observed 
at different points in the development of the groups. 
A study by Mccroskey, Daly, Richmond and Cox (1975) also 
found that the high oral apprehensive tended to isolate himself or her-
self from the rest of the group, and this provoked a tendency in others 
to isolate him or her when in social situations. This substantiated 
the findings of Phillips (1968) that high oral communication apprehen-
sives did not feel confident and effective in social relations requir-
ing verbalization. An extension of this need to be in areas 
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of least interaction and to participate less led to the tendency to 
choose seats on the rringe of the group or at the back of the classroom 
during activity (Mccroskey and Sheahan, 1976). Mccroskey (1976) 
suggested that the tendencies described above served to put high appre-
hensive individuals at a disadvantage in their group as their influence 
is neither felt nor generated in the group even though their ideas may 
be of some worth. He also felt that not only group benefits but signi-
ficant personal benefits may be at stake for the oral communication 
apprehensive. 
Scott, Yates and Wheeless (1975) reported a finding that 
communication apprehensive students at college level were less willing 
to communicate and interact with tutors in a remedial counseling situa-
tion. This study dealt with student behavior in an instructional en-
vironment, and it was found that in a modified personalized system of 
instruction, termed PSI, highly apprehensive students preferred the 
personalized approach less than less apprehensive students. The high 
apprehensive student sought the assistance of available tutors much less. 
Similar findings indicating the trend of the oral communicating appre-
hensive to prefer to be inconspicuous in a crowd were revealed by 
McCroskey and .Andersen (1976). The subjects were 275 students enrolled 
in two speech classes. High apprehensive students were found to have 
a prererence for large lecture classes over small classes because there 
was less forced reciprocity, the student could remain relatively in-
conspicuous, and the expectation of intensive participation from 
individuals was lessened. This preference pattern was reversed in the 
students who showed low levels of oral communication apprehension. 
• •How Hi~h Oral Communication A:pprehensives Are Perc~ived. A 
group of studies investigated how tt.e high oral communication 
apprehensive is perceived by others. These others included teachers 
in the classroom situation as well as peers. It was found that 
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other individuals in the environment tended to see the high oral commun-
ication apprehensive in a negative light. Mccroskey and Daly, (1976) 
investigated the reactions and perceptions of teachers in the classroom 
environment toward students with high and low levels of oral communi-
cation apprehension. They used a novel approach. Written descrip-
tions of the characteristics of the high and low apprehensive were used 
to examine the reactions and perceptions of 462 teachers. The per-
ceptions of the teachers in relation to the persons described were 
recorded on another scale. Findings from a pilot and the main study 
revealed that teachers perceived the high apprehensive child less 
positively than the child whose characteristics fitted the low appre-
hensive profile, Because of the generally quiet nature of the 
oral communication apprehensive child as well as his or her limit-
ed verbal interaction and lack of participation teachers' perceptions 
of him may be negative. The child with oral communication problems 
may be expected to do poorly and to achieve less. The researchers 
suggested that such low teacher expectations become self-fulfilling 
prophecies. 
The methodology of this study was unique. It was also clearly 
explained, particularly the description of the method of experimental 
manipulation and control to obtain the subject's perceptions of the 
target persons as either high or low apprehensives. It appears 
however to this researcher that it might have been difficult to 
control subjective factors which may have in some way influenced 
their perceptions of the target persons described. 
Peers also perceived high oral communication apprehensives in 
a negative light. Mccroskey and Richmond (1976) investigated the 
effect of communication apprehension on interpersonal perceptions 
of communicators. The sample consisted of 212 college students, 
They were each given the Personal Report of Communication Appre-
hension instrument as a measure of their levels of oral communication 
apprehension, Simulated descriptions of the characteristics of 
high and low apprehensives were read by each subject. The subjects' 
perceptions of the person described were recorded by them on another 
scale. It was found that the high oral communication apprehensives 
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were perceived as less attractive and less competent by their low appre-
hensive peers and even by fellow high apprehensives. High apprehen-
sives were also considered less credible and less desirable as opinjon 
leaders than the low apprehensives. Only in four aspects of the 
scale did the high apprehensives receive ratingB hjgher than those of 
the low apprehensive and they were in projection of academic success 
in math, the lab sciences and agriculture, as well as in perceived 
character. This was another unique study which yielded interesting 
results, but the problem of subjectivity on the part of the respondents 
could also have influenced the findings due to personal biases, 
Oral Communication Awrehension and School Achievement 
Referring specifically to school achievement and activities 
relating to the teaching-learning situation, there seems to be a dearth 
of studies at this time. Bashore (1971) investigated the relation-
ship between speech anxiety, JQ, and academic achievement in a sample 
of 75 high school seniors attending a university laboratory school. 
He used their test scores on the High School Test, the American College 
Test, the Preliminary Scholastic Aptitude Test as r.ell as the verbal 
sections of the College Entrance Examination Board Test. The data 
obtained from these standardized tests were correlated with those from 
the oral communication apprehension measure. A slightly negative rela-
tionship between intelligence and oral communication apprehension was 
found. In relation to academic achievement, Bashore found that high 
oral communication apprehensive students performed significantly less 
well on the achievement tests used in the study. Because of the 
small sample size and the specialized population from which the sample 
was drawn the findings may not be generalizable to the wider population. 
Hamilton (1972) report some evidence to suggest that the high oral 
communication apprehensives did not perform as well as those in the low 
group. His findings indicated that students in the high group scored 
well below the norm when required to participate in small group discus-
sion. With reference to oral communication apprehension and intelli-
gence, which is usually highly correlated with achievement, one aspect 
of a study done by McCroskey, Daly and Sorensen (1976) examining twenty 
one personality variables showed no relationship between intelligence 
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and oral communication apprehension among 90 undergraduate students. 
Scott and Wheeless (1977), in their study of college level 
students found that those with high levels of oral communication 
apprehension and receiver apprehension, two of the three types of 
communication apprehension studied, were less satisfied with oral 
assignments. They also found that high apprehensives were less satis-
fied with and less comfortable in working with instructional strategies 
involving oral communication. Oral communication apprehension was 
assessed with the Personal Report of Communication Apprehension mea-
sure and the Receiver Apprehension Test. The criteria used for 
achievement were examination average and average scores on oral 
communication projects as well as writing and receiver oriented behaviors. 
The multivariate analysis results obtained for achievement scores for 
high and low oral communication apprehensives revealed significant F 
ratios. A limitation of this study was that there was no control for 
such variables as "self-esteem, prior academic success, intelligence 
or student attitudes." Their findings should therefore be accepted with 
some caution (p. 255). 
Another related study on the relationship of oral communication 
apprehension and school achievement was reported by Powers and Snzy-the 
(1980). The subjects consisted of 723 college students enrolled in a 
speech course. They were assessed by using a 50 item multiple choice 
examination on key concepts from their weekly lecture, textbook assign-
ments and classroom discussions, which had to be compJP.ted by students 
' 
for a final grade. The Personal Report of on 
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Scale was used for categorizing the students into three OCA groups--Low, 
}.bderate, and High--according to their levels of oral communication ap-
prehension. The data gathered were submitted to multivariate analysis 
of variance across OCA groups. A significant main effect for OCA 
level was found, that is, there was a significant difference in achieve-
ment between the OCA groups. A further A!A.NOVA was done and a signifi-
cant OCA effect on final course grades was also found. This finding 
indicated that Low OCA students achieved significantly higher than 
either 1Joderate of High apprehensives. In addition, the V.oderate 
OCA group achieved significantly higher than the High OCA group. In 
like manner the grades achieved by the students of the three OCA groups 
differed significantly on four assignments and one written examination 
based on a series of analyses of variance. Only on one performance 
me£sure, the objective examination test, were no significant differences 
found among the OCA groups. These findings are consistent with those 
of other studies and therefore may be generalizable to classes organ-
ized and evaluated similarly. 
Attitudes Toward Learning, Achievement, Ann Oral Co!Tll':unicatlon ~~pre-
hension. In a study of 118 seventh, etghth and ninth grade stunents in a 
small, isolated, rural community, Hurt and Preiss (1978) investigated 
achievement and attitudes toward learning. The OCA categories for 
classifying the sample into High and Low groups were determined by a 
ten item version of the Personal Report of Communication 
measure. One aspect of academic success studied was to assess the 
relationship between OCA and attitudes toward learning in general 
or toward the subject for which the students were enrolled. Since 
no measures of attitudes toward learning or toward their subject were 
used, the students were asked to respond to four Likert-type state-
ments for this purpose. Another aspect of this study investigated 
the relationship of OCA and school achievement based on the final 
grades. 
Based on partial correlation analysis of the data, it was found 
that OCA was significantly related in a negative direction to both 
attitudes toward school as well as to school achievement. One 
limitation of the study was the small sample. Another limitation 
of this study, as the authors explained, was that some uncontrolled 
variables may have contributed significantly to the variance in at-
titudes toward school. The number of test items for attitudes was 
also too limited for valid results. There was also the limitation 
of using grades as the only criterion for achievement. The findings 
may also be limited to students of low socioeconomic status in iso-
lated areas. This is one of the few studies reported with special 
reference to oral communication apprehension and attitudes to school 
learning. 
In a previous study (Mccroskey and Andersen, 1976) of 275 college 
level students, it was similarly found that high communication appre-
hensives did not achieve as well academically in traditional interac-
tion-oriented educational systems as the low communication apprehen-
sives, but there was no similar relationship in a communication-re-
stricted educational system, The results also revealed that high 
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communication apprehensives had significantly more favorable attitudes 
toward mass lecture courses and unfavorable attitudes toward small 
classes, The opposite was found for moderate and low apprehensives, 
The last two studies cited were relevant but they were done with 
subjects above the sixth grade level, It may also be noted that the 
findin6s of these studies cannot be generalized to other populations 
as they had limitations of sampling and lack of experimental control 
of variables other than oral communication apprehension, There were 
no studies similar to the present study on the relationship between 
oral communication apprehension and attitudes toward the language arts 
or oral communication apprehension and language achievement. 
Summary 
Earlier studies on stage or speech fright were the precursors of 
later studies on reticence and oral communication apprehension, 
Phillips (1968) initiated the concept of reticence and outlined the 
characteristics of what he considered were its manifestations in a re-
ticent person, McCroskey reconceptualized the basic ideas surround-
ing the reticence syndrome, broadened the scope of the concept to in-
clude individuals who were outside the public speaking situation, and 
labelled the concept oral communication apprehension. He defined his 
construct as fear or apprehension about communicating generally as well 
as in public speaking situations, and outlined the basic characteristics 
of the person who has a high degree of oral communication apprehension. 
Mccroskey (1970) developed a self-report instrument to gather 
data on the oral communication apprehension syndrome. This first 
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instrument was designed for use at college level. He subsequently used 
the same model to devise similar instruments for use with high school 
students. These different levels of the same instrument he named the 
Personal Report of Conmnmication Apprehension. These instruments were 
widely used in the 1970 1 s to investigate the extent of oral communication 
apprehension among students from seventh grade to college levels. They 
were also used to investigate the relationships between oral communication 
apprehension and other variables. Studies have been done which concen-
trated on the behavior manifestations of students who are identified as 
having high levels of oral communication apprehension contrasted with 
those whose personality characteristics identified them as having low 
levels. Some studies done recently have investigated the :impact of oral 
communication apprehension on learning outcomes in the classroom situation, 
at both college and elementary levels. Mccroskey (1977) designed a scale 
specifically for use with children from kindergarten to grade six, based 
on the earlier models constructed by him. This new scale is known as the 
Personal Report of Communication Fear Scale (PRCF). 
The literature discussed in this part of the chapter was 
intended to shed some light on the genesis of the oral communication 
apprehension syndrome, on the extent of its occurrence, and on 
instruments constructed to collect data on identifying those who are 
highly apprehensive about communicating orally. The studies cited 
presented findings which indicated the magnitude of the problem in 
different populations and the relationships of the problem to other 
personality, situational and school-related variables. 
PART 2 
Trends in Language Arts Education with Special 
Reference to Oral Communication 
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The study of human communication has engaged the minds of research-
ers for some time. 1,Jan has been intrigued with the process by which 
humans convey messages to and from each other in their interaction in 
social contexts and how language, one of the mediums of communication, 
is learned and used in interpersonal communication situations. It is 
the interest in human communication and how it works that has led re-
searchers to investigate the methods of communication and the sequence 
of skills required for effectively getting the message across, be it 
verbally through language in the form of speech and writing or non-
verbally by way of gestures and other forms of body language. 
Communication and Its Relationship to La,rwiage 
In tracing the history of language, Blancke (1935) offered a gen-
eral definition of language by stating that it is an instrument of 
communication and expression of human thought. This definition em-
bodies the wider aspects of communication through speech and even 
through nonverbal communication. It also included the language pat-
terns used in communicating in particular speech communities. 
Although Blancke 1 s definition is simple, it is comprehensive be-
cause it establishes a link between the process of interpersonal com-
munication and language, the vehicle used in the process, It also 
implies the relationship which is generated by the participants in the 
communicative process. Burns, Alexander and Davis (1977) used the 
term communicative event to describe the interpersonal sharing of 
experience between living organisms. They described the sequence cf 
events which they felt must occur during the connnunicative process. 
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The five-step process suggested by the authors to be the basic unit of 
the communicative process is: 11(1) a generator of a (2) stimulus which 
is (3) projected to a (4) perceiver which (5) responds discriminatively 
( assigns meaning). This is represented by the model as~ pR. 11 (Burns, 
Alexander and Davis, 1977, p. 23) In this model G represents the 
generator, S represents a stimulus, P represents a perceiver, R repre-
sents a differential response, and~ represents projection in time. 
The Burns'et al. (1977) description of the communicative 
process outlined above could be considered a conceptual refinement of 
the basic model of the communication process including how elements of 
the model function and interrelate. The most fully explicated taxonomic 
model of communication generally used in communication theory is Berle's 
{1960}. This model is based on an earlier one by Shannon and Weaver {1949) 
but has the quality of identifying factors needed for understanding 
communication. Reporting on Berle's concept, Dance and Larson (1972) 
said Berlo assumed that communication is purposeful and that all that 
communication behavior has as its purpose the eliciting of a specific 
response from a specific person. Further,Berlo laid the groundwork for 
viewing communication in terms of relationships between source and re-
ceiver and emphasized the receiver's role in determining communication 
effectiveness (Berlo, p. 21). Extending and emphasizing the relationship 
between sender end receiver still further, Savage (1977) put forward the 
view that "the code used to transmit a message must form a common bond 
between sender and receiver, if eommunication is to occur." 
Further, "the strength and effectiveness of communication depend on 
the language itl'lelf and on the communicator " (p. 22 J. 
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Descriptions of the communication process so far have been 
traditional in orientation, based on Berlo's model and its antecedents. 
A missing link in this older process orientation is the absence of 
feedback. Al.though Berlo's concept did not include the use of feedback, 
he acknowledged the need for feedback between the receiver and the 
source. Galvin and Book (1972) felt that the inclusion of this import-
ant element in the communication process changed the approach from the 
previous linear one to a circular one encompassing the receiver or 
listener and his feedback. This emphasizes the interpersonal nature 
of the process, indicates whether interaction took place and whether the 
message was accurately transmitted and decoded by the receiver and had 
any meaning for him. Further, in the second phase of the interpersonal 
communication process, the listener or receiver exchanges roles with the 
speaker or source and the process continues. Nonverbal messages such as 
posture, stance,and facial expression are included in what is transmitted 
by the speaker as well as what is understood by the receiver and what is 
conveyed back to the speaker in the feedback. Thus, two or more human 
beings become related through the understanding of and exchange of symbols 
(the language code) that evoke meaning (Clark, E:nvay and Beltzer, 1971; 
Miller, 1976}. 
The foregoing exposition served to show that communication is 
both a process in itself as well as a relationship. It is a process 
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because it is in motion transmitting the message and its meaning from 
the speaker to the receiver or listener who receives it, interprets it 
and may respond by sending a reply back by means of the same process. 
Berman (1968) further extended the idea of communication as process by 
suggesting that communication is the sharing of "personal" meaning 
which sbe considers to be "the prime function of communicating" (p. 50). 
The content of the message transmitted by the sender is shaped by his 
personality, his past experiences, his thought processes, the kind and 
amount of information he wishes to transmit and by his willingness to 
share same of his personal self with the receiver or receivers. All 
these elements point to the complexity of the communication process. 
They also underline the importance of the communicators in this process. 
In evaluating what is the prevailing situation in schools Bennan stated, 
"traditionally what has been taught in schools relative to communication 
has focused upon symbols end language." She also felt that "less 
attention has been given to the individual in the process of communica-
tion II (p , 46 ) • 
COlIIDlunication is also a relationship between the two participants 
in the process because it involves in the process a connecting of the 
minds and emotions of the people involved in a variety of ways (Cherry, 
1966; Burgoon, 1978). Communication is a two-way street. Groups of 
persons become related by engaging in the process, and engaging in the 
communication process is based on the nature of the relationship which 
changes as the process proceeds, It is important to note that process 
and relationship are functionally related, one does not cause the other. 
Byers and Byers (1972) suggested that the present perspective on 
human communication is that it spirals out from specific encounters 
of two persons involved in sending and receiving messages in a dyadic 
relationship to that which is involved in multiple interrelationships 
in the social milieu, These relationships which are generated in 
groups of varying sizes in the speech community, serve as the specific 
contexts in which repeated communication events occur, The above 
authors felt that active participation in the communication enterprise 
--event or events--"of two or more people who have learned the required 
cultural codes--language of the speech community--"with some degree of 
competence" is an important part of the process. "A person's com-
petence in using the cultural patterns or codes is his ability to parti-
cipate in society's life" (p.6). They also felt that any content 
learned must be put in an appropriate human context. Further, they 
concluded by ~yipg that "when we focus on content we can stay within 
the framework of language, but when we are concerned with processes, 
we must consider the full range of verbal and non-verbal communication" 
(p.J). The above perspective put forward by Byers and Byers (1972) 
has attempted to weld the different strands of communication process 
and function into a unified whole with an emphasis on the broader frame-
work of communication rather than on the narrower focus on language. 
From Linguistic Competence to Cormnunication Competence 
In a very succinct way, the basics of the communication process 
and its relationship to language have been outlined so that the present 
perspective on language arts education may be looked at in retrospect. 
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An examination of some language arts textbooks has revealed 
that since the 1960 1 s language arts curriculum specialists who author 
textbooks for teachers of language in elementary schools have been in-
dicating change in direction and emphasis (Shane, M~·1 Redding and 
Gilespie, 1962; May, 1967; Berman, 1968; Clark, Erway and Beltzer, 1971; 
Cazden, John ,µid Hymes, 1972; Halliday, 1973; Hennings, 1975; LeeJ and 
Rubin, 1979; and others). They have been emphasizing that coJIDDunication 
is the purpose of language and therefore language teaching and learning 
ought to be approached through the broader base of communication. They 
have been advocating teaching Je.nguage as commlll'lication to children, 
guiding their language growth and development toward competence in 
communication. Social interaction is also enhanced through the student's 
involvement in the interpersonal commlll'lication relationship. 
Current literature has revealed how this shift in emphasis 
and direction came about. A change seems to have taken place from con-
centrating on language structure,that is the code itself, to how children 
learn to use language or make it function for them. The change in focus 
was from linguistic competence (Chomsky, 1965 and 1968) to communicative 
competence (Rymes, 1970, 1971, 1972). The Chomskyan perspective had 
given way to Hymes's notion of children's language and its function in 
the communication process. Inherent in Hymes' notion is language use in 
social contexts ·which takes into account the influence of cultural and 
social factors. 
The linguistic theory which focuses on the e.rternal and internal 
structure of the language code, specific~ly on language acquisition 
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(Chomsky, 1965 and 1968) cannot be belittled or ignored. It was 
accepted and enjoyed acclaim for over a decade. It made a great contri-
bution to the knowledge base relating to the actual structure of the 
sentences uttered by the speakers of the language as well as the 
scope and pattern of the utterances made as children developed language. 
Chomsky (1968} described linguistic competence to mean the :Implicit 
knowledge every speaker has of his or her native tongue. He believed 
this acquired :knowledge enabled an individual to speak an inf'inite number 
of grammatical sentences in a certain pattern and to understand the 
utterances of another. 
lcymes (19'70, .1971, 19?2}, like Chomsky, believes in the concept 
of competence, but he has been critical of linguistics because he feels 
that it nas emphasized competence and neglected performance. In actual 
fact, these two experts in the field have been looking at language and 
commwli.cation from two different perspectives. Chomsky actually regards 
performance as the actual production of sentences ut.tered by the speaker. 
~s extends this concept to include the use the speaker makes of his 
language in actual communication situations in social contexts. He 
includes in the concept of communication competence the interrelated 
aspects of form and function. In describing form as it relates to 
competence, Hymes, like Chomsky, refers to the knowledge surrounding 
the structure of the language code. Function takes care of language use 
by real children in particular communication situations. It emphasizes 
effectiveness in communicating in real communication settings and 
stresses how communication is learned through acts of communicating 
(Hopper and Wrather, 1978). 
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A number of language arts and communication specialists currently 
subscribe to Hymes' perspective, advocating more and more efforts in 
schools toward both communicative competence and performance, the 
first mentioned referring to the repertoire of skills the individual 
builds up through communicative acts, and the second to how those 
skills are put ·to use in actual situations. Wiemann and Backlund 
(1980) have looked at competency as an educational objective which 
evolved because of the shift in focus from concentration on content 
or subject matter to skills (competencies) and abilities. This objec-
tive was formulated because of the emphasis placed on what a student 
should learn in order to function more effectively in different environ-
ments and situations. Wiemann and Backlund have related communicative 
competence to this general objective associating it specifically with 
the speech communication process and how it functions for individual 
communicators in actual social situations. Destefano (1978) asserted 
that "school plays a powerful role in increasing communicative compe-
tence since schooling includes both instruction designed to increase 
ability to communicate orally and in writing (speaking and writing) 
and to help students comprehend others' speech and writing (listening 
and reading ) 11 ( p, 3 ) , This statement attempted to link what goes on in 
the language arts curriculum with the new focus on communication compe-
tence. 
In pointing to the dimensions of communicative competence, Allen 
and Brown (1976) have described four features that oharacteri ze these 
dimensions: a repertoire of experience from which to make critical 
choices which are seen when performing desired tasks, after which 
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the individual is able to evaluate the communicative tasks with reference 
to the performance objectives previously set up. All these features 
serve to enrich the individual's repertoire of experiences and help in 
the building of communicative competence. In looking at the features 
of communication competence described, Allen and Brown have pointed out 
that "unlike li"nguistic competence, •••••. communication competence is tied 
to actual performance of the language in social situations" (p.24S). 
This perspective is often referred to as the communication functions 
approach indicating the emphasis is on how the language code functions 
in actual use in day-to-day situations in home, school , and society. 
Hopper and Wrather (197$) have made the point that children as 
they develop acquire language features primarily through doing actual 
communication in the language learning environment, not through being 
taught the code through forma~ structured approaches. The sequence 
suggested is function before form particularly at the early stages 
of communication development. Acquisition of grammatical structures 
in daily usage seems to emerge after the communicator discovers communi-
cative uses for them, they note, and teachers need to take cognizance 
of the theory and research findings related to changed emphases and 
new or modified strategies. Fogel (1976) has suggested that "the 
broad theory of competence is to show how the possible, feasible and 
appropriate are likely to produce and interpret on-going communication 
behavior" ( p. 1). He indicated that if communication competence is 
to become an objective for teachers and a goal for students, teachers 
should know how children acquire and use communication behavior, how to 
evaluate it and the strategies for helping children reach their goals. 
Focus on Functional Communication Competence 
Larson et al. (1978) have described the extension of the concept 
of communication competence to make its scope and functions more prag-
matic and user-oriented. The functional aspect is emphasized because 
the authors feel that" a significant proportion of the educational 
effort is to be directed to the development of individual ability to 
use language" (p.29) and to use it appropriately and effectively. 
This involves releasing the communication capabilities of children by 
encouraging and planning more and more language activities, particular-
ly orally based, that are both spontaneous and structured, Children 
are helped and encouraged to grow and develop skills in communication 
by being given the freedom to exercise their capabilities as commun-
icators in settings conducive to growth in functional communication 
competence. 
In developing the functional communication competence paradigm 
further Larson et aL (1978) have suggested two important aspects which 
are crucial to the successful growth of competence in communication. 
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They are "appropriateness" and "effectiveness." In a given communica-
tion situation the participants in the process are expected to consider, 
in performing the communication act, just what is socially appropriate 
in that particular context. The authors stated that "what is appropri-
ate in a given situation is defined by a combination of cultural norms, 
group norms, standards of the specific relationship, and acceptable lan-
guage usage" (p.20). Efforts to encourage children to achieve function-
al communication competence should include helping them become aware 
that appropriateness is a fundamental criterion for competence. They 
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need to learn to adapt their communication performance, that is, what 
is said and how it is said to the social context in which the communica-
tion act takes place, to the constraints on speech that the communication 
situation imposes such as the speaker-hearer relationship, the kind 
and size of audience and so on. Weimann and Backlund (1980) have very 
succinctly SUJIUl).ed up the general notions about appropriateness when 
they stated that it 
refers to the ability of the interactant to meet the basic 
contextual requirements of the situation--to be effective 
in a general sense. These contextual requirements include: 
(1) the verbal context, that is, maki!¼; sense in terms of 
wording, of statemeLts, and of topic; (2) the relationship 
context, that is, the struct~ring, type a~d style of messages 
so that they are consonant with the relationship at hand; 
and (3) the environmental context, that is, the consideration 
of constraints imposed on message making by the symbolic and 
physical environments (p.191). 
With reference to the concept of effectiveness which goes hand in 
hand with appropriateness in the 1evelop~ent of functional communication 
competence Larson et al.(1978) stated that it is associated with a wide 
range of outcomes. The term implies achievement of goals or satisfac-
tion of needs. In the communication process the individual may succeed 
in getting the message across in keeping with the appropriate contextual 
requirements and be effective or ineffective depending on the outcome 
obtained, Included in the scope of communicative competence is "the 
ability of the individual not only to exhibit competent communication 
behavior appropriate for the particular context but to communicate in 
such a way that desirable outcomes are enhanced and facilitated" (p.7). 
Feingold (1976) emphasized the need for the term "effectiveness" 
to be considered of great importance in the development of functional 
communication competence by focusing on the characteristics of the 
"effective" communicator, He described this indivi"dual as one who "is 
perceived as being skilled at saying the right thing at the right time, 
is not difficult to understand, is adept at communicating with others, 
is aware of the effect of his or her communication on the receiver, and 
is capable of revealing something of himself or herself" (p.49), This 
description of the characteristics of the effective communicator illus-
trates the complex nature of the process which leads the individual 
communicator toward the goal of efficient and effective communication 
with others in social contexts. Wiemann (1978) in discussing the 
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need for research and training in speaking and listening literacy has 
emphasized that the competent communicator is expected to develop concern 
for the needs, goals, and outcomes of others in the social context 
while at the same time being concerned about his or her own needs, goals. 
and outcomes, This underlines the interactive nature of communication. 
Wiemann .stated that "communication competence is a dyadic concept-- it is 
not enough to consider one participant's goals and outcomes; goals and 
outcomes of all the participants in the encounter must be taken into 
account in order to assess the effectiveness of any individual's perform-
ance" ( p. 315). Considering the various aspects of communication 
competence outlined it must be pointed out that such competence is learn-
ed through a long process of participation in a wide variety of activities 
in a wide variety of social situations on the part of the communicators. 
Schools and classrooms constitute appropriate and conducive settings where 
individuals may gain the knowledge, understanding and skills required 
for becoming competent communicators, 
In their recent explication of communication competence Larson 
et.al. (1978) have drawn attention to an anxiety condition known as 
oral communication apprehension on which current communication litera-
ture has focused. They have expressed concern for those individuals 
who have been characterizec as having high levels of fear associated 
with communication encounters with others, as the condition may serve 
as a hindrance to the development of high levels of communicative com-
petence. This aspect was included because the authors fel t that oral 
communication apprehension was a related concept and could be consider-
ed essential to a reasonable conceptualization of functional communica-
tion competence. They argued that apprehension and anxiety about com-
munication are "important as explanatory variables connected with low 
levels of functional communication competence" (p.16). This implied 
that individuals who found it difficult to fully engage in the inter-
actions and transactions which are involved in the communication pro-
cess may be depriving themselves of vital elements necessary for the 
development of competence in communication, 
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Similar concern was expressed by Work (1978) in discussing some of 
the ramifications of competence in speaking and relating these to some 
suggested guidelines for instruction through which competence may be en-
couraged. A gist of these are: that instruction should be child-center-
ed and work in accordance with a child's development and his competence; 
that it should stress the communication process and performance; that op-
portunities should be provided for children of all abilities to develop 
their communicative competencies, and that helping children to face the 
challenge of communicative competence confidently should be a major goal, 
The anxious communicator's needs may be met in these ways, he added. 
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Creating Learning Envirom~ents Conducive to Growth in CoIT.munication 
The authors already mentioned in the second part of this chapter 
as well as others who advocate the teaching of language as communica-
tion to children, stress the need for learning environments which create 
the contexts for growth in communication. Extending the idea of growth 
further, Stewart (1980) has added the concept of personal growth through 
communication indicating a direct relationship between the "quality 
of our communication and our develo_pment as persons" (p.70). Since 
one of the functions of the school is to promote the personal grmrth 
and development of each individual in the school environment, communi-
cation can be considered as one of the chief means of achieving this. 
Schools which use ideas such as the above as part of their philosophi-
cal base will seek to build learning environments that are conducive to 
the development of individuals as communicators vri thin the social con-
text of the school (May, 1967; Phillips et al., 1970; Clark et al., 
1971; Freeman, 1977, and Garnica anrl Ying, 1q79) . 
In focusing on the general educational environ..~ent and its func-
tion in relation to communication contexts, nyquist and Booth (1977) 
described it as"a giant, multifaceted communication event composed of 
a variety of communication encounters" (p.15). They added that such 
encounters take place continuously as the participants in this giant 
communication event interact with each other in dyadic, small group or 
large group situations. These continuous and simultaneous interac-
tions occur throughout the school day between teacher and student, 
student and student, teacher and administrator, teacl-,cr and parent, 
counselor and student, counselor and teacher, counselor and parent 
as well as the other senders and receivers of messages who carry out 
their various roles in the context of the giant communication environ-
ment called school. It is within the larger framework of overlapping 
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communication events, in the setting of the classroom, that the school 
performs its vital function of developing and refining the communication 
skills the children bring with them, toward the ultimate goal of communi-
cation competence (Strickler and Farr, 1979). "In addition to what-
ever language-related curricular content schools offer, they encourage 
children to use their com.~unication skills in an environment that pro-
vides the feedback which is necessary to improve their skills" (p.636). 
It is comparatively recently that educators have begun to consider 
the classroom as a communication environment which provides the context 
for growth in and through communication. Phillips et al.(1970) referred 
to the classroom as a verbal community, the dynamics of which emerge 
out of the interactions between teachers and learners and between the 
learners themselves. In defining the characteristics of this verbal 
environment the authors suggested that one could look at "how teachers 
and students communicate; the way teachers and students view themselves 
as they interact; the basis on which comnrunication relationships are 
established; and the nature of the communication climate in which 
learning takes place" (p.73). The answers to these questions may 
serve to indicate the kind of classroom setting and the quality of the 
co~.munication as well as the relationships whicb actually exist in a 
partioul&r classroom aettinR , Another important point made by 
Phillipi et al , is that not only does the physical and verbal environ-
ment play a part in how the environment is used and what goes on in it, 
but the communicators themselves influence the quality of the setting 
and the prevailing conditions which are experienced in a particular 
classroom setting. Nyquist and Booth (1977) expressed similar views 
and further stated that both teachers and students influence the in-
teraction and communication which goes on within an instructional en-
vironment and create the atmosphere that results. 
Within a rich, varied and constructive classroom setting that is 
conducive to interpersonal com~unication and the gradual development 
of functional communicative competence,the individual communicator is 
encouraged to develop in and through communication (Barbour and Gold-
berg, 1974; Clark, ErNay and Beltzer, 1971; Savage, 1977; Smith, 1977 
and others), The impact of the environment and the characteristics 
of the communicators themselves,"~heir backgrounds, experiences, prior 
knowledge, emotional attitudes, physical health, interests and a 
myriad of other human factors, can aid or block communication" (Sav-
age, 1977, p,22) and interfere with the immediate or long-range goals 
of the communicators involved. These factors may also have an impact 
on the outcomes of the teaching-learning process. Lynne (1976) has 
pointed out that the teaching-learning process is essentially a com-
munication process by its very nature, and it relies very heavily on 
the modes of listening and speaking, which are interactive modes. 
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Hurt and Preiss (1978) have expressed similar views and have in addition 
commented on the practice in the schools of the nation to provide great 
reward for verbal behavior in the classroom and frequent verbal output 
and verbal interaction are demanded of children in the educational 
environment. Because of these prevailing factors those who organize, 
m~nage, and plan what goes on in their particular educational environ-
ments have important and fundamental considerations to bear in mind. 
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The classroom setting which provides the context for communication 
growth and aids in producing highly verbal communicators cannot be a 
subdued and silent place. If a great deal of verbal output and a 
high level of functional communication competence are desired and ex-
pected,experiences and opportunities for all modes of communication, 
and particularly oral communication,must be provided. All strategies 
and instructional materials must also match the philosophy and objec-
tives put forward (Mackintosh, 1964; May, 1967; Phillips et al., 1970; 
Burns .et al., 1972; Barbour and Goldberg, 1974; Kean and Personke, 1976; 
Hopper and Naremore, 1978; Klein, 1979; Petty and Jensen, 1980;and Burns 
et al. , 1980 ) • According to Klein (1979) a talk environment can be 
designed for any classroom to meet the needs of the communicators, and 
for the benefit of all. This environment should be natural, built-
in, and unified. Although there is need for structure in organizing 
the curriculum there is also need to encourage spontaniety, and to 
build feelings of confidence, acceptance, openness, and trust (Barbour 
and Goldberg, 1974 and Kean and Personke, 1976) in each of the commun-
icators in the classroom setting, so that each child would want to com-
munic&te willingly and without fear. It must be noted that those chil-
dren who are identified as being apprehensive about communication are 
a special needs group whose needs are just as important as those who 
have no difficulty in communicating naturally. 
Mccroskey (1977) has suggested some considerations which may be 
taken into account when making provisions in the classroom setting for 
children who are fearful about communicating. Such children should 
not be forced to communicate or punished for not communicating. They 
should be made comfortable in the classroom and encouraged to partici-
pate voluntarily in an environment which is not threatening or puni-
tive. Reinforcement should be provided for attempts to communicate. 
The authors already mentioned are of the view that communication 
is at the core of all that is involved in the teaching-learning 
process and therefore the provisions made for growth in communication 
should pervade all aspects of the curriculum in general. I.~cCroskey 
(1977) has suggested the term "communication permissive environment" 
to describe the total environment which may be allowed to evolve. In 
this er.vironmental setting children will learn to communicate by 
communicating and at the same time build functional communication com-
petence which they can use in other general social situations. It is 
suggested by advocates of this present trend that the understanding of 
the process of communication and the skills required for e~ficient 
oral communication need to be taught just as reading and writing are. 
Many children may lack the knowledge and skills required. 
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Teachers in general and language arts and communication special-
ists in particular play an important role in promoting the tren~s advo-
cated heretofore in the second section of this chapter. Nyquist and 
Booth (1977) emphasized the need for teachers to be effective communica-
tors themselves not only to exemplify what is expected as a communicator 
but to facilitate an open, stimulating, spontaneous yet well organiz-
ed communication environment, They argue that with changed perspectives 
the teacher's role is now that of facilitator, manager and technician. 
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Status of Oral Communication in the Elementary School Curriculum 
This part of the review of trends focuses specifically on the 
status of oral communication or the speaking component of the language 
arts in the elementary school curriculum. During the past two decades 
a number of language arts and communication specialists have expressed 
concern over the place of speaking among the hierarchy of skills and 
activities planned in language arts curricula. They have pointed out 
that the importance placed on oral language seems to have diminished 
within recent years and that the development of oral communication in 
children seems to have been taken for granted, 
As far back as 1964, in the foreword to a document sponsored under 
the auspices of four national educational organizations-- The Associa-
tion for Childhood Education International, the International Reading 
Association, The National Council of Teachers of English, and the Asso-
ciation for Supervision and Curriculum Development-- Uackintosh voiced 
the common concern evinced by the joint committee for the improvement 
of oral communication when she stated that the oral aspects of communi-
cation had been considered to be neglected for too long. Further she 
gave as the reason for the cooperative effort of the joint organizations 
the consideration that listening and speaking skills are of such crucial 
importance for effective communication that they need to be promoted 
and not neglected or bypassed in elementary classrooms. The joint 
committee examined the basic characteristics of the two major compo-
nents--listening and speaking __ outlined the strategies for building 
needed competencies, pointed to the need for heeding research findings 
involv~ng both components, and offered suggestions for improvement in 
evaluation, The roles of the teacher, administrator, supervisor, and 
parent were treated,and suggestions were given for action needed in 
home and school for helping children use oral language effectively, 
In concluding the committee stressed the need for equal concern being 
given to educating children to be effective listeners and speakers 
in the school situation as is shown for written communication and 
reading. 
In one of the earlier works on teaching language as communication, 
May (1967) wrote in similar vein when he stated that "more than one 
educator has decried the paucity of speech instruction in comparison 
with reading instruction in schools" (p.16). He went on to make a 
plea for "a much greater impact on oral language growth in the schools" 
and pointed out "the importance of oral language competence prior to 
or concomitant with reading instruction" (p,16). 
Jent.ins (1974) in his discussion on the state of the language arts 
during the early 1970 1 s described this state as "not completely a happy 
state" ( p, 14 ) • He attempted to analyse in retrospect so~e important 
aspects of teaching and learning in relation to language arts educa-
tion, which he said are merely useful indications of changing norms 
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rather than definitive statements about what is happening, He pointed 
out that the body of knowledge about language had increased in recent 
years and this knowledge was te:ing put to use for the development of 
children's understanding and interest in language and the many ways in 
which it is put to use by them, He stated that children use language to 
gain an understanding of themselves and their world, Further he ob-
served that the task of the school was to recognize the cor..r.iunicative 
ability and prior knowledge of language brought to school by children, 
and to strengthen this and provide positive attitudes toward language 
learning. The ultimate goal of language learning and teaching is to 
bring about more effective use of language, Jenkins reported that 
during the period under review some emphasis was placed on oral lan-
guage but that schools attempted to teach far more about language than 
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students needed to know to effectively use it, He put forward the view 
that "an analytic approach to language has little place in the elemen-
tary school, and it probably should be preceded by a functional approach, 
wherein the child, deductively, learns what he needs to learn to commun-
icate" (p.14). The shift in the emphasis from total rejection of 
nonstandard English usage to acceptance of what the child brings with 
him to the communication situation, was mentioned by Jenkins, It was 
pointed out that greater freedom to use the language patterns of the 
environment and new respect for the language user's repertoire of skills 
and his communicative ability seemed to be the perspective at that 
tine. 
No sooner had the liberal orientations and changed emphases begun 
to take root in language arts classrooms than the "accountability" and 
"back to basics" movements as well as "minimum competency testing" pr::::i-
grams intruded and subsequently dominated educational policy and practice. 
As the three movements gained momentum in the nation's schools, curricu-
lum specialists and administrators of schools seemed to focus more and 
more on writing and composing skills, on grammar and reading skill de-
velopment, and less and less on the oral aspects of the language arts. 
This seem~d to be the concensus of language arts and communication 
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professionals who make analyses of current trends in language arts educa-
tion (Ritter, 1978; Allen and Wood, 1978; Farrell, 1979; Oazden, 1980 and 
Hendricks, 1980) . 
Ritter (1978) in discussing "back to basics" and "accountability" 
issues as they relate to speech education, has pointed out that the 
focus of attention in both movements has been on the decline in test 
scores in the basic literary skills that is, reading and writing or 
composing skills. Because of this focus undue eDphasis has been placed 
on the planned improvement of reading and writing, to the detriment of 
oral communication. Activities for the development of oral communica-
tion and other enrichment activities are considered 11 f'rills 11 and severe-
ly curtailed or eliminated altogether. Ritter suggested that those who 
aro concerned about the diminished importance of oral communication in 
schools and the elimination of planned speech activities should put for-
ward an effective rationale stressing the primacy of speech among the 
other language arts components. The interrelationship of speech and 
the other components and its effective use in strengthening other skills 
such as writing mcy alEo serve to build the case for more oral communi-
cation in schools. 
Allen and Wood (1978) share the concern of Ritter in their analysis 
of the current status of oral communication in the curriculum, They 
have drawn attention to the situation in stating that "most language 
arts programs focus on the development of print literacy in children. 
Writing and reading comprise most of the instruction, while speaking 
and listening are typically offered as extras" (p,286). The authors 
deplore this narrow focus since it has become generally accepted that 
the goal of language arts education is the development of efficient 
and effective communicators and that goes beyond reading and writing to 
communicative competence of which oral communication is a major compo-
nent. The five communication functions which the authors put forward 
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as •· central to contemporary life and that may serve as a construct 
around which instruction may be organized throughout the school years 
are: controlling, sharing feelings, informing, ritualizing and imagining" 
(p. 287). The authors descrioed indetail the way the five functions 
operate in real communication interactions and their application to the 
school situation. They stated that the school should concern itself 
with oracy-- a combination of speaking and listening skill development, 
and literacy--reading and writing, as the person who is merely literate 
may be ill equipped to function effectively in the broad range of commun-
ication situations in contemporary life, 
Examining in retrospect the decade of the 1970's, Farrell (1979) 
and Cazden (1980) like the language and communication specialists already 
mentioned, regarded th~ "back to basics" movement as a retrograde step 
in general and specifically in relation to oral communication, Farrell 
felt that American education has lost the enthusiastic optimism and 
promising innovative spirit associated with the period between 1965 and 
1974. Because of this the child as communicator has been affected. 
He stated that" the child as creative communicator, capable of generat-
ing language never before uttered or written, has been displaced by the 
child as receptacle of facts, regurgitated by stimulus of teacher or 
test" ( p.610). He encouraged educators to return the child to the 
center of the curriculum as an active creator rather than a passive 
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recipient. He suggested that parents and legislators should be convinc-
ed by educators that "language is a human phenomenon, one req_uiring for 
its fullest appreciation and understanding not Just competent perform-
ance on tests but significant face-to-face interaction with human beings 
( p. 611). 
Cazden (1980) noted trends similar to those of Farrell and others 
in relation to the effects of the "competency testing" and "back to 
basics" movements on language arts education. She expressed her con-
cern when she declared that "the language arts are in trouble not from 
neglect but from distorting pressures and procrustean beds" (p,595), 
This statement draws attention to the seriousness of the present state 
of affairs in relation to language arts education because of the effect 
of the pressures referred to above on how language is conceptualized, 
as well as attempts to limit the scope of what is done in language arts 
in most schools today. 
Other observations made by Cazden (1980) on the problems created 
for language arts education by the present limited outlook, included 
the uncertainty surrounding the goals of language arts education in 
general and the lack of concern shown in the development of oral 
communication skills and competencies. She pointed out, however, 
that little is known about how listening and speaking competencies are 
learned but that does not constitute sufficient reason for ignoring 
them in the day-to-day activities in the classroom, Reference was also 
made to the limitations of the standardized tests used for assessing 
language in general and oral language in particular, and the effect 
that their outcomes may have for children, She cautioned that "while 
tests may point to the existence of educational problems they cannot 
solve them" (p.595) and this point may be borne in mind in the plan-
ing of programs and the evaluation of them. 
The authors cited so far have pointed out the negative impact of 
the three movements already mentioned on language arts education to-
day. Hendricks (1980) has attempted to reflect on some positive ef-
fects of the three movements in the light of what has been regarded as 
their negative effects on language arts education. She put forward the 
view that the paucity of contributions on speech methodology evidenced 
in educational journals during the recent past as well as the D~due 
concentration of editors of Journals on other priorities may lead to a 
revival of interest in oral language and a greater emphasis on its former 
place among the basics. If this is accomplished it may result in 
more training being given to teachers in oral communication theory and 
methods of teaching children how to communicate effectively, at the 
elementary level. Another point made by Hendricks is that language 
arts textbooks are still heavily weighted with the prescriptive aspects 
of language--grammar, writing and spelling-- and the renewal of interest 
in oral language may influence publishers to emphasize oral communication 
education in language arts texts. This may help this important ~om-
ponent of language to be included as one of the major goals of language 
arts education, and be perceived in a different light by curriculum 
planners, teachers:and the children themselves. Hendricks concluded 
with the suggestion that a merging of ideas and a sharing of knowledge 
by the corrununication, speech,and education disciplines should be of great 
benefit to curriculum specialists, and teachers of speech and language. 
The Development of Assessment Instruments to Evaluate Oral 
£0 nmnmication 
S2 
Teachers and education authorities rely on well constructed, 
reliable and valid evaluation instruments to measure the outcomes of 
the teaching-learning process and to assess, as objectively as possible, 
the level of competence of students. Achievement tests and other 
evaluation instruments have been heavily used to gather data on how 
Well a student has mastered certain specific skills. Cazden (19SO) 
has even suggested that they are being overused generally. Most 
achievement test batteries incorporate among the subskills tested, the 
language arts components that are easily testable by reading and mak-
ing paper-and-pencil responses such as reading comprehension and vocab-
ulary, spelling, punctuation and other skills associated with writing. 
Evaluation of oral communication or the "speaking" component of the 
language arts has been neglected. One of the reasons for this neglect 
may have to do with the difficulty of incorporating a component of this 
nature among the paper and pencil test batteries which can be adminis-
tered to large groups at a time. McCaleb (1979) has underscored this 
lack of assessment measures for oral communication, and has pointed 
to the need for evaluative procedures and suitable instruments to be 
developed and utilized so that neglect of this aspect may be changed 
to interest and action. 
A perusal of the literature relating to oral communication by 
}Jarchak et al. (1979) has revealed that there is a paucity of evel-
uation instruments to measure this component. Existing instruments 
are limited in that they measure specific sub-components only, are 
elicited or contrived for the purpose and are therefore not measures 
of speech produced under natural conditions in a natural setting. It 
was found, too, that the measures in use were limited to individual 
and small group administration and could not be applied to the large-
group situations such as may exist in school systems. The authors 
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advocated the development of assessment instruments which are more com-
prehensive in scope to cover a wider variety of situations and communi-
cation demands, in order to be truly indicative of a particular child's 
competence and performance in oral communication. In addition, assess-
ment may focus on both basic oral skills as well as oral activities. 
At present education authorities in some states such as Massachu-
setts, Verrnor.t and Pennsylvania have incorporated oral communication 
among the repertoire of skills assessed at high school level. At the 
national level, a recent effort to construct an appropriate and re-
liable measure to assess oral communication was made. The project 
was undertaken under the joint auspices of the Speech Communication As-
sociation and the National Assessment of Educational Progress organ-
ization (Mead, 1980). The development of this instrument is in active 
progress and aims at developing strategies for assessing communication 
competencies of elementary and secondary school children, It was 
found that the development of this instrument to measure oral commun-
ication has proved to be time-consuming and the selection of reliable 
measurement strategies and the elimination of racial and ethnic bias 
have proved to be difficult. Despite setbacks the completion and release 
of a valid and reliable assessment instrument to be used on a national 
basis to evaluate oral communication should fill a need. 
Development of New Curriculum Guides to Reflect Changed Emphases 
Many states and local education authorities develop and utilize 
curriculum guides in the language arts to serve as guidelines to their 
professional staff who teach in that particular discipline. These 
curriculum guides reflect the philosophy and ideas of the curriculum 
planners as well as the current trends suggested by the professional 
organizations which serve the discipline. Two very recent curriculum 
guides issued by the National Council of Teachers of English give very 
valuable ideas and suggestions to teachers and curriculum planners to 
use as models for developing language arts curriculum for the 1980's. 
!Jandel ( 1980) has edited a set of guidelines for language arts 
instruction which could serve as models for local and state development 
of new or modified curricula. He offered educators three views of cur-
riculum development organized around three different paradigms: the 
process or student centered model, the heritage or traditional model, 
and the competencies model. Implications for the language arts cur-
riculum are traced for each of the three perspectives from pre-kinder-
garten through college. Each section contains a general essay discuss-
ing the three paradigms, so that the reader may make his ovm decision 
as to the one that best fits the individual teaching philosophy of those 
selecting the particular model. Mandel suggested that teachers may 
draw from all of the models or make their own decisions as to which is 
best according to their underlying assumptions, philosophies.and par-
ticular emphases. 
Glatthorn, (1980) has developed a more focused approach which is 
intended for use by curriculum planners and those who have direct 
leadership in modifying existing curricula. He provides a practical 
plan for a curriculum which II is true to the intellectual and emotional 
needs of students while being accountable to society's expectations for 
a curriculum which is practical and oriented toward skills" (p.x). 
He felt that schools must go over and beyond the provision merely of 
survival skills and provide a curriculum which is challenging and co-
herent, yet capable of meeting individual needs of students and bring 
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about improvement if needed. He also argued that the curriculum should 
be testable in the areas where testing matters and can be successfully 
achieved. He also aclmowledged the importance of the affective aspects 
of teaching and learning although he does not elaborate on these, The 
guide gives details of the framework he suggested for amastery curriculum 
in the language arts, which include: curricular mapping, building a con-
tent planning matrix, developing the syncretic English curriculum, pro-
viding for mandated competencies, using research to improve teaching 
the skills, and designing and writing mastery units. The guide is com-
prehensive and forward-looking, bearing not only the present but the 
future in mind. 
The guides described above are included as examples of what has 
recently been done by the professional organ of language arts educators 
to provide leadership and direction for language arts education in the 
1980's and beyond. Their purpose is to serve as models for improve-
ment and action. 
Summary 
This review of some trends in language arts education with special 
special reference to oral communic&tion spanned several decades but 
emphasized current trends. The definition of communication cited was 
formulated nearly half century ago but it is simple and comprehensive 
and bears some relevance to the efforts being made at the present time 
to put language teaching into the broader framework of communication. 
The process of communication was described so as to bring into 
focus the lmowledge base which forms a backdrop for the present shift 
in emphasis in language arts education. This change in emphasis was 
from the analytic study of the structure and content of language i.e. 
the vehicle, to the process of communication and the interpersonal 
relationship which evolves as the process is set in motion. 
The change in focus from emphasis on linguistic competence 
(Chomsky, 1965) to communication competence (Hymes 1970, 1971, 1972) 
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was described. An extension of the concept of competence in communica-
tion to include functional communication competence (Allen and Brown, 
1977, Allen and Wood, 1978, Hopper and Wrather, 1978, Larson et al., 1978, 
Wood, 1975, Fogel, 1976, and others ) was explored. The general consensus 
of these authors was that children should learn to communicate by communi-
cating, that is, using opportunities for communicating in social contexts 
in communication environments that have been created for such purposes. 
Reference was made to the diminished interest in promoting the 
oral component of the language arts curriculum because of concentration 
and preoccupation with "back to basics" and "accountability" require-
ments. Finally, the lack of assessment instruments for measuring oral 
communication was underscored and the development of a new instrument 
was described. Two new curriculum guides were also discussed. 
CHAPTER III 
:METHODOLOGY 
This study was designed to investigate the extent to which oral 
communication apprehension existed among a group of sixth grade students 
and whether it occurred more in girls than in boys. Further, the 
study examined whether there were significant sex differences between 
the oral communication apprehension (OCA) groups in language achieve-
ment as well as in attitudes toward the language arts. Another pur-
pose was to determine whether there was a relationship between students' 
scores on the oral communication apprehension measure and their scores 
in language achievement and attitudes toward the language arts. 
Selection of the Sam 1 
Prior to the selection of the subjects for the study, application 
was made for about 600 sixth graders in the public school system of 
Charles County, Jlaryland, to be participants in the study. Two 
schools within a ten mile radius of each other with sizeable sixth 
grades were selected. They were chosen because of their close 
proximity in geographic location. Together they provided the sample 
size the researcher requested. 
87 
88 
The two schools account for about 16 percent of the total school 
population. The sixth grade is a part of the middle school organiza-
tion instead of the elementary school in this county. The sixth grades 
in both schools are approximately the same size (Charles County Attend-
ance Report, 1981). In the past the county was considered largely rural, 
but new housing developments and rapid growth have helped to change the 
population which the schools serve to suburban. The socio-econoIT.ic 
levels of the subjects' par·ents range from lower middle to middle class 
according to occupation and income. Parental occupations include army 
personnel, federal, state, and local government workers, law enforcement 
personnel, managers and owners of small businesses, telephone personnel, 
technicians, and a variety of professionals. This information was sup-
plied by the school principals from their records as no other official 
documents were available. Appendix A contains an official fact sheet 
with further details on the county. 
Both schools are built on the open space design. Classroom group-
ing is heterogeneous. Based on the researcher's observation the class-
room atmosphere appeared to be informal. Peer and teacher-pupil rela-
tionships seemed relaxed and friendly. The children appeared to be un-
inhibited in speaking during breaks between activities. With reference 
to the language arts, the planned activities follow the basic guidelines 
stipulated by the county (Guide for the Basic Language Skills, 1981). 
Specific objectives are assigned each grade level and specific skills 
and activities designed to develop these skills are outlined. The 
scope and seq11ence of skills are described fully in the guide, Such 
skills are recorded as: language and communication (speaking, listening 
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writing and grammar), vocabulary development (word structure and word 
meanings in different contexts), capitalization, punctuation and usage 
as well as reference skills (use of the dictionary, thesaurus and ency-
clopedia, functions of the card catalogue and parts of a book). 
The total sample from both schools consisted of 547 subjects, 266 
girls and 281 boys. They were intact classroom groups except for 
those students who, in the judgement of the school authorities, were 
considered to have reading problems. This stipulation was made by the 
researcher so as to ensure that subjects would experience no difficulty 
in reading and comprehending the items on the self-report instrQ~ent 
and responding to them. 
Application for permission to carry out the testing program was 
made to the Charles County Board of Education, and approval v,as given 
prior to the administration of the tests. The principals of the two 
schools expressed their willingness to have their sixth graders partici-
pate in the project and to provide a suitable place and time for the 
testing program to take place, Both principals and the researcher explain-
ed to the sixth grade subjects and their teachers what ·,;as the purpose of 
the study and secured their interest and cooperation. (See Appendix B). 
Instrumentation 
The Personal Report of Communication Fear Scale (PRCF) 
This scale was used to collect data on the subjects' fear or appre-
hension about communication. It is a 14 item, Likert-type self-report 
scale constructed by HcCroskey ( 1977) and subsequently validated ;JcCros-
key, Anderson, et al. 1981). The scale is designed specifically for 
use with children at the elementary level to obtain responses about the 
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positive and negative feelings concerning communicating with other people 
in different contexts. The data when collected are used to identify 
students with varying degrees of oral communication apprehension from 
"high" through "moderate" to "low." It assesses the extent of oral 
communication in the sample to which it is administered. The scale is 
based on a previous model The Personal Report of Communication Appre-
hension (Mccroskey, 1970) which is frequently used at high school and 
college levels to tap anxieties that are directed at interpersonal sit-
uations, including public speaking ones. The choice of The Personal 
Report of Communication Fear Scale (PRCF) as the instrument used in the 
present study was based on its availability, its suitability for sixth 
grade students, its recency, its simplicity and number of items, and 
its ability to measure what it purports to measure, Permission to use 
the PRCF was granted orally by its constructor (See Appendix C). 
The scale items are scored from 1 (strongly disagree), 
indicated by "NO" to 5 (strongly agree), indicated by "YF.S." The 
respondents are asked by means of short statements how apprehensive 
they feel about oral communication in different contexts. They are 
directed to make a choice by circling that point on the 5 point scale 
which indicates the degree to which each statement applies to the in-
dividual personally. (See PRCF Scale, Appendix D) 
Examples of a positive and a negative item are: 
YF.S yes ? no NO 
YES yes ? no NO 
2. I look forward to talking in class. 
7. I am scared to talk to people. 
It is not a timed test but subjects are encouraged to work quickly and to 
record their first impression. Subjects are also assured that there 
are no right or wrong answers so that they may f eel free to make 
individual choices in the way they relate to them personally without 
the fear of being considered wrong. All of the 14 items are expected 
to be responded to during the time the test is ooministered. 
Reliability. For the purpose of establishing the reliability 
of the Personal Report of Communication Fear Scale,(~) Mccroskey 
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et al. (1981) administered the instrument to 462 nine to twelve year 
old students in five school districts. These constituted part of a 
larger sample of 2,228 students from kindergarten to sixth grade who 
participated in the study. A split half reliability coefficient of .90 
(internal consistency} was obtained for the two dimensions (split half, 
internal consistency) for the nine to twelve age group which is the age 
group on which the present stuey focused. 
Validity. Mccroskey et al. (1981) computed the validity of 
the Personal Report of Communication Fear Scale for the ten to twelve 
age group to be .95. The investigators used the Measure of Elementary 
Communication Apprehension (MECA) Scale (Garrison and Brown, 1979) as 
the criterion measure for obtaining the validity of the Personal Report 
of Communication Fear Scale (~). Mccroskey et al. regard the validity 
figure obtained as quite high and therefore the PRCF Scale can be con-
sidered an appropriate measure for the purpose of this study. 
Attitudes Toward the Language Arts Scale 
This scale is one component of a larger battery of attitude 
tests constructed by Arlin and Hills (1974) to give an index of how 
pupils feel about the Language Arts activities they engage in within 
the classroom situation. The total battery consists of four question-
naires specifically aimed at assessing pupils' attitudes toward the 
learning processes, toward teachers, toward arithmetic and toward the 
language arts. Each questionnaire is undimensional, has 15 questions 
and uses a cartoon format to provide enjoyment. The Language Arts 
questionnaire covers statements relating to aspects of the language 
arts other than speaking, including reading, writing and spelling. 
Speaking and listening are not included among the 15 items which com-
prise the scale. In the present study the speaking aspect was measured 
by the PRCF scale. 
Arlin and Hills (1974) reported that 14,000 pupils from grades 
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l to 12 in a Southern state were tested in the total sample. They were 
given the four questionnaires mentioned above in rotation. The Attitudes 
Toward the Language Arts Scale was a major component. The results for 
this component are reported below. 
Reliability. The authors reported that a sample of 6,000 
subjects was used to obtain the reliability figure. The reliability 
of the test was estimated from the internal consistency measures. The 
su.mrnated ratings from the 8 odd items were correlated with the correspond-
ing 7 even items of the instrument in order to obtain the test reliability 
coefficient. The resulting product moment correlations were then correct-
ed for length using the Spearman Brown formula. A reliability figure of 
.83 was obtained. The authors felt that this represented a reasonable 
degree of internal consistency and could be considered an acceptable 
estimate of the generalizability to universe scores (Arlin-Hills 
Manual, 1974}. (See Scale, Appendix E). 
Validity. For the purpose of estimating the validity of the 
tests,Arlin and Hills (1974} carried out a multitrait-multimethod 
construct validation study of 402 pupils in grades two to six. The 
pupils took the instruments in cartoon and non-cartoon rormats. 
It was found that the cartoon method for the Attitudes Toward the 
Language Arts Scale yielded a validity figure of .75. The cartoon 
method was used in the present study. The authors held the view that 
if the test was limited to group interpretation only, a reasonable 
degree of measurement validity may be achieved (Arlin-Hills Manual, 
1974). This suggestion was borne in mind in the present investigation. 
The Iowa Test of Basic Skills, Test L, Language Subtest 
This instrument is a standardized achievement measure. The 
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Board of Education of Charles County has used this measure for assessing 
the levels or proficiency of its pupils. One component of the total 
achievement battery, is the Language Skills Subtest, designated Test L. 
This Language Skills Subtest, is a composite of Spelling, Capitalization, 
Punctuation and Usage. The total language score was used in this study 
as the language achievement measure. (See Appendix F). 
The ITBS test battery has been used for over 40 years by 
Boards of Education in the school systems of many states in the nation. 
The authors claim that the purpose of the test battery is to test 
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generalized skills and abilities of the testees in the curricular 
areas covered. Such tests are used to evaluate the performance of 
st
udents at all levels in different curricular areas including language. 
A broad national sample was used as the norm group. The norms appeared 
to be truly representative of the general population. Three types of 
norms are provided·. d i al t · 1 t d t d d gra e equ v ens, age equiva ens an s an ~r 
scores. E h • f ac is supplemented by percentile norms or appropriate 
reference groups (Hieronymus and Lindquist, 1971). 
Beliability and Validity. According to the Eighth Mental 
~asurement Yearbook (Buros, 1978), the reliability of the ITBS achieve-
ment test is high, ranging from .84 to .86 for the major test and from 
.?Q to .93 for the subtests. The composite reliabilities for the whole 
test are reported to range from .97 to ,98 for the different grades. 
Validation figures were not quoted in any of the sources researched. 
'I'he B 
'lll'os Mental Measurement Yearbook ( 1978) states, however that the 
~alidation of the test was based on all the commonly used principles 
for th i t· e Validation of test content - curricular and stats ical. In 
addition it was reported that, "the real strength of the tests is their 
curricuJ..ar validity, careful construction, adequate norms based on a 
national sample of 74,000 pupils in 213 school systems n (p . .3;) . 
Administration of the Tests 
Class lists of the names of the sixth grade students who were 
to Participate in the testing program were obtained from the school 
Principals beforehand. The lists indicated those who remained after 
students with reading problems were eliminated. Names of students 
who were absent on the day of the test were also deleted subsequently. 
The tests were administered in the multi-purpose room of 
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the two schools from which the subjects were drawn. This environment 
was roomy, pleasant and comfortable with individual dual-purpose seats. 
There was enough space for children to be distributed around the room 
to obviate the possibility of copying each other's responses. The 
children were released from their classes in groups so that between 25 
and 30 pupils were tested at a time • Teachers and other authority 
figures were asked not to be present during the actual administration 
of the tests so as to reduce the possibility of biased responses and 
to expose all the subjects to the same tester. One school was tested 
one day and the other the day after beginning at 9 a.m. and continuing 
throughout the day. 
During the test administration the same procedure prevailed 
with all groups. The tester introduced herself and explained why she 
was doing the study and what was required of each of the subjects during 
the session. She said to each group: "I am doing a study to rind out 
what sixth graders in the Charles County area feel about communicating 
with other people in different situatians--for example when speaking 
bei'ore your class. In order to get your personal responses you will 
be given a questionnaire with 14 statements to which you are asked 
to respond as it relates to each of you. You should each have a pencil 
of your own for responding." 
The tester distributed one copy of the Personal Report of 
Communication Fear Scale face down, to each child. She instructed the 
students to tum their copies to the Ride on which the statements were 
written and requested that they follow her instructions carefully. 
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She let the children know that their responses would not be seen by 
their teachers or the school authorities, and that whatever they record-
ed on their questionnaires would remain confidential. On the chalkboard 
a printed chart which displayed a larger version of the directions for 
responding to the scale was pinned up. The tester read and explained 
the procedure from the chart. The subjects were asked to read from the 
chart with the tester first, then do so silently from their copies of 
the questionnaire. The printed instructions read: 
DIRECTIONS: The following 14 statements concern 
feelings about communicating with other people. 
Please indicate the degree to which each state-
ment applies to you by circling your response. 
Mark "YES" if you strongly agree, "yes" if you 
agree, "?" if you are unsure, "no" if you dis-
agree, or "NO" if you strongly disagree. There 
are no right or wrong answers. Work quickly; 
record your first impression. (Mccroskey, 1977). 
Subjects were then asked to write their responses to the 
self-report scale indicating their choices by circling one of the 
points on the five point scale. The tester read aloud each of the 
items before the responses were made by the children and allowed one 
minute before proceeding to the next item. After the 14th item was 
completed the tester requested that the children write their names on 
the top left hand side on the back of the questionnaire, along with the 
designation of their classrooms. The tester explained that the names 
97 
and classrooms were needed merely for grouping of the data by the 
computer, and that their individual responses would be kept confidential. 
The completed questionnaires were collected and stacked. The children 
were warmly thanked for their participation and encouraged to relax for 
a few minutes while the second questionnaire was being distributed. 
The second questionnaire, The Attitudes Toward the language Arts 
Scale was distributed face down. Children were asked to be quiet and to 
listen carefully because the second questionnaire was somewhat different 
from the first. The items on this questionnaire asked them about their 
feelings about school activities involving language. The questionnaires 
were turned face upward for the instructions to be read along with the 
tester, as was done with the first test. 
DIRECTIONS: We would like to know how you feel about 
language arts. Blacken in the circle with a pencil 
to show how you feel. Fill in only one circle for 
each question. YOUR TEACHER WILL NOT SEE THIS --
Your answers will go straight into the computer. 
Have fun! (Arlin-Hills, 1974). 
As was done with the first instrument, the instructions were 
read aloud from a chart on the blackboard. Subjects were requested to 
indicate by raising their hands if they needed to ask any question 
whatsoever. They were then asked to respond to the self-report scale, 
filling in each item as it related to them personally. They were 
allowed a minute for reading and responding to each item. After all 
the items were completed the questionnaires were collected. The child-
ren were complimented on their cooperation and thanked warmly for their 
participation. The same procedure was followed for each classroom 
group to whom the test was administered. 
Scoring Procedures 
Scoring Procedures for the Personal Report of Commrmication Fear Scale 
The individual self-report sheets containing the responses 
to ihe Personal Report of Commrmication Fear Scale (Mccroskey, 1977 
and 19Sl) were manually scored by the tester. Each item was given 
a number between one and five according to the point in the scale 
that was circled by the responder, The scoring key indicated the 
following: YES= 1, yes= 2, ? = 3, no= 4, NO= 5, The other steps 
were: 
1. Add the scores for items 2, 3, 4, 6, S, 9, and 12. 
2. Add the scores for items 1, 5, 7, 10, 11, 13, and 14. 
3, Add 42 to the total of step 1. 
4. Subtract the total of step 2 from the total of step J. 
The score should be between 14 and 70. 
Scoring Procedure for the Attitudes Toward the Language Arts Scale 
This instrument was also scored manually by the tester. 
Each response was given a numerical value. They were: NO= O, SOME-
TDf.ES = 1, USUALLY= 2, and YES= 3. This indicated that the positive 
items received the highest points and the negative items the least 
points. The scores for the 15 items were totalled to obtain a score 
for each student. Each student's total score was then recorded. 
The above scoring procedure for this instrument was followed in 
accordance with the instructions recommended in the constructors of the 
scale (Arlin-Hills, 1974) in their published manual. 
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Scoring Procedures for the Iowa Test of Basic Skills -- Language 
Subtest 
This test was administered by the school authorities, and 
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machine scored and recorded by the Houghton Mifflin Scoring Service, 
publishers of the test. Permission was granted by the Board of 
Education of Charles Coi.mty for the individual scores in language 
achievement for each of the subjects to be extracted from their records. 
Data Gathering Procedures 
This was a descriptive study employing empirical data. 
It involved an assessment of the magnitude of the oral communication 
apprehension problem among the sixth graders in the sample. Sex dif-
ferences in achievement in, as well as attitudes toward the language arts 
between the OCA groups were also assessed. The extent of the oral 
communication apprehension problem was assessed by examining the data 
collected from the Personal Report of Communication Fear self-report 
measure. These data were used to categorize the scores into five 
gr·oups according to the criteria stipulated by the constructor of the 
instrument (Mccroskey, 1977 and 1981). The scores were used for group-
ing the students into five categories according to their levels of oral 
commrmication apprehension. Each OCA group was subdivided into boys and 
girls. The standard deviation approach was used to differentiate the 
levels of oral commrmication apprehension. Subjects who scored higher 
than one standard deviation above the mean of the whole group were 
classified as "High oral commrmication apprehensives." At the other 
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end of the continuum, subjects who scored one standard deviation below 
the mean of the entire group were classified as "Low oral communication 
apprehensives." Students classified in the "High apprehensive" group 
were the ones who have a high degree of oral communication apprehension 
as indicated by their responses to the oral communication apprehension 
measure. Students in the "Low apprehension" category were the ones who 
were considered to have no oral communication apprehension problems. 
The subjects whose scores classified them as mildly or 
moderately apprehensive in oral communication situations were put into 
three categories according to their level of oral apprehension. Those 
whose scores clustered nearer to the "High apprehensive" category, that 
is, were between half and one standard deviation above the mean, were 
categorized in the ''Moderately High" group. In contrast, those students 
whose scores clustered nearer the "Low apprehensive" category, that is, 
were between half and one standard deviation below the mean were catego-
rized as "Moderately Low". The fifth group, that is, those subjects 
whose scores fell within half a standard deviation of the mean were 
categorized as ''Moderately apprehensive." 
Language achievement was measured by the Iowa Test of 
Basic Skills, Test L, Language Skills Subtest. (Hieronymus and 
Lindquist, 1971). This subtest is the language component of a compre-
hensive standardized achievement test used to assess the performance 
of students at the elementary level in specific areas of the curriculum. 
The tests were not administered by the researcher. They were administer-
ed by School Board personnel to the sixth grade students in the sample 
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prior to the administration of the oral communication apprehension and 
attitude test measures, The scores were obtained from the last 
standardized achievement test battery given to the sixth grade students 
nine months earlier. The composite score for the language subtest was 
extracted from the students' records. 
The Arlin-Hills Attitudes Toward the Language Arts Scale (Arlin-
Hills, 1974) was the other instrument which was administered to the 
students by the researcher during the testing session, after the oral 
communication apprehension measure was administered. This short 
paper-and pencil, self-report measure taps the attitudes of the 
students toward the different aspects of the language arts except 
listening and speaking. The scores obtained from this measure were 
scored according to the procedure suggested by the test constructors 
(Arlin-Hills, 1974) and discussed in detail earlier in this chapter, 
!.Iethods of Data Ar.alysis 
The scores obtained from the three tests used to gather the 
data for this study: The Personal Report of Communication Fear Scale 
(PRCS), the Iowa Test of Basic Skills-Language Subtest (ITBS-L), and 
the Arlin-Hills Attitudes Toward the Language Arts Scale (ALA) were 
statistically analysed by using the Biomedical and Statistical Package 
for the Social Sciences Programs (1977). The treatment of the data by 
these programs was done on the UNIVAC 1108 at the University of 1.fu.ryland 
Computer Science Center. The other computations for the percentages 
of students in each of the five oral communication apprehension groups 
as well as the Chi-square analysis were done manually. 
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The data for each of the hypotheses stated in Chapter I were 
presented in tabular form as shown in Chapter IV and analyzed in text-
ual form as they related to each hypothesis in sequence. Means and 
standard deviations were used to identify and categorize the five OCA 
groups using numbers and percentages (Hypothesis 1). A two-way ANOVA 
and the Schefft test of pairwise comparisons were done to test for 
significance of sex differences (Hypothesis 2) for the ITBS-L test. 
A similar treatment of the data for the ALA test was also done. A one-
way analysis of variance (ANOVA) was also done to test for significance 
of difference of the five group means with respect to achievement in 
the language arts. A similar analysis for attitudes toward the language 
arts was done to see if there was any relationship between the OCA group 
scores. (Hypotheses 3 and 4). Finally in order to assess the degree of 
the relationship, if any, between the OCA scores and the scores for 
the ITBS-L test, as well as those of the ALA test, an intercorrelation 
of the scores using Pearson's Product Moment method was done. The 
correlations were tested for significance at the .05 level. The 
appropriate table was used for the purpose. 
The above methods for data analysis were considered appropriate 
for testing the six hypotheses of this study stated in Chapter 1. 
CHAPTER IV 
ANALYSIS OF DATA AND PRESENTATION OF FINDINGS 
The analysis of the statistical data relative to the six 
research questions is presented in this chapter. The study was 
designed to assess the extent to which oral communication apprehen-
sion as measured by the Personal Report of Communication Fear Scale 
existed among the students in terms of percentages at different 
levels of its occurrence. An additional focus was to examine whether 
the scores obtained from the above scale indicated that there were 
statistically significant sex differences in the occurrence of oral 
communication apprehension. The significance of sex differences in 
language achievement as measured by the Iowa Test of Basic Skills--
Language Subtest as well as in attitudes toward the language arts 
as measured by the Attitudes Toward the Language Arts Scale, were 
assessed. A further focus was to determine whether there was any re-
lationship between oral communication apprehension and language 
achievement and between oral communication apprehension and attitudes 
toward the language arts. 
The first analysis presented in this chapter relates to the percent-
age differences in oral communication apprehension among the sixth grade 
students in the sample at the various levels of its occurrence, In order 
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to test Hypothesis l, the mean and standard deviation ror the total 
sample were computed rrom the raw scores obtained rrom the oral 
communication apprehension measure. It was round that the mean score 
or the sample ror the oral communication apprehension scale was J4.88 
and standard deviation 9.59. As the mean and standard deviation 
rigures corresponded closely to those of McCroskey et al. (1981) in 
their study which reported a mean of 36.5 and a standard deviation of 
9.6, they were used for categorizing the 547 students into five groups 
according to the rollowing procedure: 
Low -- subjects who scored lower than one standard deviation 
below the mean of the entire group. 
Moderately Low -- subjects who scored between half and one 
standard deviation below the mean. 
Moderate -- subjects who scored within one halr standard 
deviation or the mean. 
Moderately High -- subjects who scored between half and one 
standard deviation above the mean. 
High -- subjects who scored higher than one standard 
deviation above the mean of the entire group. 
The data obtained from the administration of the two tests as 
well as tlie students' scores on the Iowa Test of Basic Skills, Language 
Subtest are presented in tabular rorm below,for the purpose of testing 
the six hypotheses of the study. (See Appendix G ror the rrequencies 
or the scores) 
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Hypothesis 1 
The £irst hypothesis tested was as follows: 
The percentages for the sizes of the groups of children in the 
sample identified at the various levels of oral communication apprehen-
sion correspond closely to what was expected in the normal distribution 
of the school population. 
In order to test this hypothesis the number and percentage of 
students in each of the five oral communication apprehension (OCA) groups 
in the entire sample were computed. The distribution of the groups is 
presented in Table I. 
Table I 
Total Number and Percentages of Boys and Girls in Each Oral 
Communication Apprehension (OCA) Category 
Categories Boys Girls 
No. ~ No. ~ No. 
Low 44 8.04 43 7.86 87 
Moderately 
Low 61 11.15 45 8.23 106 
M:)derate 79 14.44 73 13. 35 152 
Moderately 
High 58 10.60 63 11.52 121 
High 39 7.13 42 7.68 81 
Total 281 266 547 









The data on Table I reveal that 87 subjects or 16 percent of the 
number of students obtained scores which fell into the Low Oral Communica-
tion Apprehensive (OCA) category. According to the criteria for categoriz-
ing the students into the five OCA categories, subjects whose scores fell 
within this category are classified as having the lowest level of oral 
communication apprehension or no problem at all. The percentages for 
boys and girls in this category were 8.04 for boys and 7.86 for girls. 
In contrast, the number and percentage of subjects whose scores fell into 
the High Oral Communication Apprehensive category were 81 or 15 percent. 
Students with scores in this category are the ones who are classified as 
having the highest level of oral communication, and are perceived as 
having severe oral communication apprehension problems. 
The total number of students in the three combined moderately 
apprehensive groups (106 Moderately Low, 152 Moderate and 121 Moderately 
High) equalled 69 percent of the total sample. Of this, the middle or 
moderate group accounted for 28 percent of the total sample. There were 
3 percent more students in the Moderately High group than in the 
Moderately Low group, which indicates that there were slightly more 
students who were Moderately High apprehensives than Moderately Low. The 
data also reveal that there is only a one percentage difference between 
the High and Low groups with the High group the lower of the two. Also, 
though it is a slight d1.fference, being only two percent, the percent 
age of students on the t~o High OCA groups is more than that in the 
two Low OCA groups. The Moderate groups, in contrast, show wider per-
centage differences. There is a 12 percent difference between the Low 
and Moderate OCA groups and 13 percent between the High and 1~oderate 
OCA groups. 
With reference to the data stated above, the findings can be 
summarized as follows: 
1. There were 15 percent of the students in the High OCA group 
which is 1 percent lower than those in the Low OCA group. 
2. The percentages of students experiencing the highest level 
of oral communication apprehension, that is, the High to 
Uoderately High groups ranged from 15 percent to 22 percent 
of the students in the sample. 
J. In the Moderately Low group, there were 2.92 percent more boys 
than girls, but the sex differences in each of the other OCA 
groups varied slightly above 1 percentage point. 
4. Sixty nine percent of the total sample were classified in one 
107 
of the moderate groups (Moderately Low, Moderate, Moderately 
High). Sixteen percent were among the Low or least apprehensive 
category, and 15 percent in the High or most apprehensive 
category. Hence, the percentages for the sizes of the groups for 
the various levels of oral communication apprehension correspond 
closely to what was found in related studies (t~cCroskey, 1976; 
Bruskin Report, 1979, p. 2) and to what is theoretically 
expected in the normal distribution of the school population. 
Hypothesis 2 
The second hypothesis tested was as follows: 
There are statistically significant sex differences in the 
occurrence or oral conm:unication apprehension between the pairs or the 
sexes in each category or the sixth grade students in the sample. 
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In order to test this hypothesis, Chi-square values were computed 
on frequencies for boys and girls in each or the OCA groups. Table 2 
presents the observed and expected frequencies. This method or analy-
sis is based on Garrett's view (1971) that observed results may be 
tested experimentally against probabilities calculated from the normal 
curve, and that when n is as large as 100, "the resulting distribution 
is very close to the normal probability curve and may be so treated with 
little error " (p. 251). 
Table 2 
Observed and Expected Frequencies of Boys and Girls in 










































These data were used to compute the Chi-square values for 
eacn of the cells in the 5x2 block design shown in Table 2. It was 
found that the sum of the Chi-square values of the ten cells is equal 
to 2 ,558. Using tables of Chi-square it was also found that for 4 
degrees of freedom a Chi-square value of 9,488 is necessary in order 
for it to be significant at the .05 level. Therefore it can be con-
cluded that there is no statistically significant difference between 
the se.,.. • 
.es in the occurrence of oral coJJDDunication apprehension among 
'the groups in the sample. Based on this finding, Hypothesis 2 may be 
reJected. 
Hypothesis J 
The third hypothesis to be tested is stated as follows: 
There are statistically significant sex differences in language 
achieYement SJ!long the OCA groups in the sample. 
The data for the third hypothesis dealing with sex differences 
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1n Performance of the boys and girls in the different OCA categories with 
reference to their language achievement are first presented in Tables 3 
&nd 4 · These show both the total means and those for each sex group for 
th
e ~--a Test S ,..t t 
._:::q of Basic Skills - Language Uu es • 
Table .3 
lleans and Standard Deviations of the Scores of the Iowa TeSt 
of Baste Skills_ Language Subtest,for the Total Sample 
and the Sexes 
Sex GroUps 
n Mean 
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Table 3 shows the means and standard deviations for the total 
sample and for the total boys and total girls for the scores of the Iowa 
Test of Basic Skills - Language Subtest. Table 4 shows the same data 
for the five OCA groups subdivided into the sexes. The mean for the 
entire sample for the language achievement test was 60.81, and the 
standard deviation 23.93. The means for the females range from 52.90 
for the High group to 71.49 for the Low group. With the exception of 
the High OCA female group, the female means are above the total sample 
mean for language achievement. The standard deviations range from 18.42 
for the Low group to 27.11 for the High. This indicates that there is 
greater variability in the distribution of the scores for the High 
oral communication apprehensive female group than for the Low OCA 
group. (See Appendix H for histograms of the data). 
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The figures for the males show that the mean scores range from 
52.72 for the High OCA group to 63,25 for the Low. With the exception 
of the Low male group, the male means are all below the total sample 
mean. It may also be noted that both the male and female High OCA 
groups have mean scores of approximately 53, which place them below the 
total sample mean. This also reveals that both males and females who 
are High oral communication apprehensives seem to perform below the 
mean in language achievement, while those who are in the Low category 
score above the mean, particularly the girls. It may also be observed 
that the means for girls in the three moderate groups are above the 
sample mean, while those for the moderate boys fall below. In order 
to arrive at a conclusion on the above findings a two-wa:y analysis of 
variance for testing the significance of differences of the group means 
from the ITBS-L test according to sex was done. 
The data for assessing sex differences by a two-way ane.lysis of 
variance ( ~JOVA) for the Iowa Test of Basic .:,kills--Language Subtest 
(ITBS-L) are presented in Table 5 which follows. The columns for 
this table show the source of variance, the sums of squares, the degrees 
of freedom, the mean square variances and the F-ratios for the main 
effects, for sex and OCA, for the two-way interactions of sex and OCA, 
as well as for the residual sums of the squares, This format is sim-
ilarly used for the two-way analysis of variance for the attitudes to-
ward the language arts data in Table 9 which follows. 
Table 5 
Two-way Analysis of Variance for Sex and OCA for the 
Iowa Test of Basic Skills - Language Subtest 
Source ss df MS 
Main Effects 16354.6.3 5 .3270. 9 .3 
Sex 7159.19 1 7159.19 
OCA 94.32. 0.3 4 2358.01 
2-way Interactions 2.399. 80 4 599 .95 
Sex and OCA 
Residual 29.3790. 09 5.37 547 .10 
Total .312.544. 51 546 572 .4.3 






The results of the two-way analysis of variance for the scores 
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of the ITBS-L test show that the F-ratio figures of 5.98 for the main 
effects, 1.3.09 for the sex effects, and 4 . .31 for the OCA effects for the 
ITBS-L test shown, are all significant at the .05 level. It can be noted 
that the two-way interactions for sex and OCA show an F-ratio figure of 
1.10 that is not statistically significant at the .05 level. It may be, 
however, explained that the interaction sum of the squares is whatever is 
left when the systematic effects of sex and OCA have been removed from 
the total sum of the squares and that it measures factors which are 
attributable to neither sex nor OCA alone, but rather to both acting 
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together (Garrett,1971, p.293). Since the interaction effects between 
sex and OCA are not significant, it may therefore be inferred that the 
interaction effects contribute little or nothing to the sex differences 
in language achievement between the OCA groups. 
In order to verify further the significance of differences of 
, 
paired group means for the sexes, the Scheffe method c~ pairwise comparison 
described by Kirk (1978, p.322) was performed on the data to determine 
the source of statistical significance of the differences between each 
pair of group means for the sexes. These data are presented in Table 6. 
Table 6 
Results of the Scheffe'Test of Pairwise Comparisons of 
Group Means for the Iowa Test of Basic Skills--
Language,According to Category and Sex 
OCA Groups Value S. Error T Value df 
Contrast Low 38. 75 11.43 J.39 542 
Contrast Mod. 
Low 33.78 11.11 3.04 542 
Contrast Mod. 19.27 8.45 2.28 542 
Contrast Mod. 
High 8.06 7.55 1.07 542 







*Indicates pairs of means significantly different at the .05 level. 
The above data for the analysis of the paired group means 
obtained from the scores of the ITBS-L test for the sexes show that 
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two of the paired group means, Low and Moderate, _differ significantly at the 
.05 level. Based on the two-way analysis of variance and the Scheffe re-
sults, Hypothesis 3 is therefore accepted for the Low and J1foderate groups. 
Hypothesis 4 
The fourth hyJ:>othesis tested was stated as follows: There are 
statistically significant sex differences in attitudes toward the 
language arts a.m0ng the oral communication apprehension groups in 
the sample. 
In order to test this hypothesis, the means and standard 
deviations were computed for the scores from the Attitudes Toward the 
Language Arts Scale. These data are shown in Table 7 for the total 
sample and for the sexes. Table 8 shows the same data for the five 
OCA groups subdivided for the sexes. (See Histograms, Appendix I). 
Table 7 
Means and Standard Deviations of the Scores of the Attitudes 


















Means and Standard Deviations of the Scores of the Attitudes 

































On examining the data in Tables ? and 8 it may be observed that 
the entire sample mean computed from the scores of the Attitudes 
Toward the Language Arts Scale (ALA) is 20.85, and the SD 3.??. The 
mean for boys in the entire group is 20.26. This is slightly lower 
than that for the girls which is 21.48. 
On examining the means for the OCA groups in Table 8 it may 
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be noted that the group means for boys ranged from 19.56 (Mod. High) to 
21.43 (Low). A comparison of the ma.le High and Low OCA groups reveals 
that the group mean for the High group is slightly lower than that for 
the Low group, being 19,90 and 21.43 respectively. The group means for 
girls range from 20.6? (Mod. High) to 21.93 (Mod. Low). These data for 
girls show very little difference from the mean scores of the total 
sample. The total SD is close to the girls' which range from 3.23 
(Mod. Low) to 4.06 (High). It can thus be seen that there is no 
appreciable difference between the group means for the girls and that 
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of boys although the means of the girls were slightly higher in each of 
the OCA groups. Also it can be seen that the highest mean score for 
the boys is that of the Low group, while that of the girls is the 
Moderately Low group. This finding also suggests that Low or Moderately 
Low oral communication apprehensive students seem to score better on the 
attitudes toward the Language Arts scale than the more highly apprehensive 
groups. In order to assess whether the differences among means were 
significant, a two-way analysis of variance was done for the ALA test. 
The results of this test are shown in Table 9 below. 
Table 9 
Two-way Analysis of Variance for Sex and OCA for the 
Attitudes Toward the Language Arts Scale 
Source ss df MS 
:Main Effects 332.62 5 66.52 
Sex 215.38 1 215.38 
OCA 128.83 4 J2.21 
2-way Interactions J5.J2 4 8.8J 
Sex and OCA 
Residual 7381.77 537 lJ. 75 
Total 7749. 70 546 l4.19 







Table 9 shows the data for the two-way analysis of vari ance 
for tne Attitudes Toward tne Language Arts test scores. The F-ratio of 
4.84 for main effects, sex and OCA, and 15.67 for sex alone are 
significant at tne .05 level. Yet, as the two-way interaction figures 
between sex and OCA indicated by the F-ratio of 0.64 are not significant 
at the .05 level, it is necessary to make further comparisons of the 
paired group means for the sexes in order to find out which of the pairs 
of group means is significant. This comparison was accordingly done 
using tne Scheff/method of pairwise comparison. The relevant data are 
presented in Table 10. 
Table 10 
Results of the Scheffe Test of Pairwise Comparisons of 
Group Means for Attitudes Toward the Language Arts 
Scale According to Category and Sex 
OCA Groups Value S. Error T Value DF 
Contrast Low -.04 1.81 -.03 542 
Contrast Mod. 
Low J.24 1. 76 1.84 542 
Contrast Mod. 2.60 1.34 1.94 542 
Contrast Mod. 
High -.68 l.J8 -.50 542 
Cont ras t High 1.67 .76 2.18 542 







for the sexes for the Attitudes Toward the Language Arts Scale was 
significantly different at the .05 level. 
findings, Hypothesis 4 cannot be accepted. 
Hypothesis 5 
Therefore, based on these 
The next hypothesis tested was stated as follo~s: There are 
statistically significant differences in language achievement among 
the oral communication apprehension groups in the sample. 
The relevant data for the group means and standard deviations 
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for each of the oral communication apprehension categories are present-
ed in Table 11 below, for the scores of the Iowa Test of Basic Skills--
Language Subtest. 
Table 11 
Group Means and SDs for the Oral Communication Apprehension Categories 
for the Iowa Test of Basic Skills--Language Subtest 
Categories n Mean SD 
Low 87 67.J2 21.09 
Moderately Lmv 106 60.08 22.61 
!.foderate 152 62.12 24.32 
}foderately High 121 60.49 2J.47 
High 81 52.81 26.46 
Total 547 60.81 2J.9J 
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It can be observed from Table 11 that the mean scores for the 
oral comm•mication apprehension groups range from 52.81 for the High 
group to 67.32 for the Low group. These figures indicate that the 
children who have the highest level of oral connnunication apprehension 
had a much lower mean score in language achievement than those with a 
low level of oral communication apprehension. It can also be noted 
that the sample mean is 60.81 and that the High group mean is much 
lower than that for the sample. On tLe other hand, the mean of the 
low group is much higher than that for the entire group. Further, the 
means of the Moderately Low and the Moderately High groups are abo11t 
the same as that for the sample, while the Moderate group mean is only 
1.31 above that for the sample. Based on the above data it is feasible 
to infer that there is a relationship between oral communication appre-
hension and achievement in the language arts. In order to make a 
further examination of this finding a one-way analysis of variance was 
also done, the details of which are discussed later in this chapter. 
The figures for the SDs for each of the groups range from 21.09 
for the low group to 26.46 for the High group. The SD for the scores 
of the entire sample is 23.93 and the SDs for the Moderately High group 
is approximately the same (23.47). It can also be noted that the SD 
for the Moderate group is 24.32 which is 0.39 above the standard devia-
tion for the sample. These figures indicate that there is a wider vari-
ability in the spread of the scores within the High group than within the 
Low, and that the· variability of the spread of the scores within the Mod-
erate groups are small and approximate to that of the entire sample. This 
evidence reveals that there are wider differences in the performance of 
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the children in language achievement within the High group as compared 
to children within the Low group, while the differences within the 
Moderate groups are negligible. These differences between the groups 
in the spread of the scores within the groups may be attributed to 
differences in the level of oral communication apprehension between the 
groups. From this it may again be inferred that there is some relation-
ship between oral communication apprehension and language achievement 
as measured by the Iowa Test of Basie Skills-Language Subtest. 
In order to test the significance of the differences among the 
group means of the five oral communication apprehension groups, a one-way 
analysis of variance was done for the scores obtained from the Iowa Test 
of Basic Skills Language-Subtest. The data for this analysis are 
presented in Table l2. 
Table 12 
Results of One-way Analysis of Variance of the Group Means 


















It will be observed in Table 12 that an F-ratio of 4.11 for the 
between groups source of variance was obtained. These figures indi-
cate that there is a significant difference among the five group 
means for the OCA categories at the .01 level of significance. If 
there was no relationship between the oral communication apprehension 
factor and achievement in the language arts, it may be inferred that 
the F-ratio would be found not to be significant at any level of sig-
nificance. It is feasible to arrive at the conclusion with some 
confidence that there is a relationship between oral communication 
apprehension and achievement in the language arts, for this data 
reveal that the mean scores of the subjects for the OCA groups vary 
significantly according to the level of oral communication apprehen-
sion. 
Hypothesis 6 
Hypothesis 6 was stated in the following manner: There are 
statistically significant differences in attitudes toward the language 
arts among the oral communication apprehension groups in the sample, 
The data for the group means and the standard deviations for 
each of the oral communication apprehension categories are presented 
in Table 13 for the Attitudes Toward the Language Arts Scale. The 
format of this table is similar to that of Table 11 for the relevant 
data of the I owa Test of Basic Skills, Language Subtest. In it 
are shown the different categories of oral communication apprehension 
groups. The sample size for each of these categories is also given 
in addition to the means and standard deviations for each. 
Table 13 
Group Means and SDs for the Oral Corrnnunication Apprehension 
Categories for the Attitudes Toward the Language Arts Scale 
Categories n Mean SD 
Low g7 21. 55 3.77 
}.~oderately Low 106 21.15 3.63 
Jloderate 152 20.78 4,04 
Hoderately High 121 20.12 3.37 
High 81 20.91 J.88 
Total 547 20.85 J.77 
Table 13 shows that the mean scores of the Attitudes Toward the 
Language Arts Scale range from 20.12 for the ~foderately High group 
to 21.55 for the Low group. The sample mean is 20.85 while the 
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means for the J!.oderately Low group is 21. 15 and 20. 78 for the Boderate 
group. These figures indicate that the means of the five groups 
are all very close to the sample mean (not more than .C!? nor less than 
. 73). Hence, based on these data it may tentatively be inferred that 
differences in the level of oral communication apprehension may have 
little or no relationship to attitudes toward the language arts. 
The data for the SDs shown in Table 13 range from 3,37 for the 
Uoderately High group to 4,04 for the Moderate group. These figures 
reveal that there are negligible differences between the SDs of the 
groups as well as within the groups in the spread of the scores. 
This evidence tends to further suggest that there is little or no 
relationship between oral communication apprehension and attitudes 
toward the language arts. 
Table 14 presents the data for the one-way analysis of 
variance for the attitudes toward the language arts scores for the 
five oral communication apprehension groups. This analysis is 
intended to examine whether there are significant differences among 
the means of the five oral communication apprehension groups for the 
attitudes toward the language arts test scores. 
Table 14 
Results of the One-Way Analysis of Variance for the Attitudes 















Table 14 presents the one-way analysis of variance data from 
F-Ratio 
2.08 
the scores of the Attitudes Toward the Language Arts Saale for the five 
OCA groups. It may be observed from the above table that the F-ratio 
for the between groups source of variance is 2.08. This indicates that 
there are no significant differences among the means of the five groups. 
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Based on this finding it may l:e concluded that there is no relationship 
between oral communication apprehension and attitudes toward the 
language arts. Hypothesis 5 may therefore be rejected on the basis of 
tnis and the above evidence. 
A final analysis to test Hypotheses 5 and 6 was done by 
the method of intercorrelation of the OCA scores of the students in the 
sample with those obtained ~rom the ITBS-L and~ tests. The data for 
this are presented in Table 15. 
Table 15 
Inter-correlation Matrix for the OCA, ALA and ITBS-L Scores 
Test 
Variables n OCA ALA ITBS-L 
OCA 547 1.000 -.087 
-.142* 
ALA 547 -.087 1.000 
.044 
ITBS-L 547 -.142* .044 1.000 
*Indicates significance at the .05 level P=.001 
Table 15 presents the data for the Pearson product-
moment intercorrelations of the scores for the three test variables 
-- OCA, ALA, and ITBS-L for the entire sample. It is in be observed 
that the correlation between the OCA test scores and those of the ITBS-L 
is -.142, and the ALA is -.087. Based on the table for testing signifi-
ance of correlation coefficients (Garrett, 1971, p. 201) for a sample 
of 547 students, an r of -.142 is significant at the .05 level. From 
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this it 
can be concluded that there is a relationship between oral 
connnunic ti a on apprehension and language achievement as measured by the 
.!.£,wa Test of Basic Skills, Language Subtest. On the other hand, the 
correlation figure of -.087 between the OCA and the ALA tests is not 
significant and indicates no relationship between oral communication 
apprehension and attitudes toward the language arts as measured by the 
~in-Hills Attitudes Toward the Language Arts Scale. The above findings 
support What was found in the earlier analyses of the data with 
referen 
ce to Hypotheses 5 and 6. 
The significant correlation cited above in Table 15 for the 
.29,! and .!_TBS-L scores is low and negative, indicating that the degree 
ot the 
relationship between oral communication apprehension and language 
achiev 
e:rnent is slight and only in the negative direction. This find-
ing 8 
'llggests that as the level of oral communication apprehension 
:increas es, there is a corresponding decrease in language achievement. 
Since th e correlation figure for the OCA and ALA test scores are not 
significant, it can be concluded now with much confidence that there 
is l't 1 tle or no difference in attitudes toward the language arts 
between t • t he sixth grade children of different levels of oral communica -
ion 
aPprehension in the sample. 
The results of the intercorrelations of the three test variables 
8hoWn f above in Table 15 support the findings of the previous analyses o 
the data for Hypotheses ; and 6. The consistency of these findings by 
tbe different methods of data analyses reinforces the researcher in the 
View that the results obtained for the two last mentioned hypotheses 
are ..... 
•uOst Valid. 
Another finding of interest from the intercorrelations data in 
Table 15, though not related to any of the six hypotheses of this 
study, was the positive though not significant correlation of ,044 
between the ALA and ITBS-L scores. This indicates that the scores 
for these two test variables are related in a positive direction, 
that is, they both increase and decrease simultaneously. This re-
lationship is however slight and not significant as implied by the low 
and not significant correlation coefficient of ,044, Based on this 
finding it may be inferred that there is little relationship between 
attitudes toward the language arts and language achievement as meas-
ured by the Attitudes Toward the Language Arts Scale and the 
Test of Basic Skills--Langua~e Subtest respectively. 
I
-
V • •' 
The findings and conclusions arising from the various analyses 




StJMMARy, CONCLUSIONS, DISCUSSION, AND RECOMMENDATIONS 
This n 
c apter presents a review of the study, swnma.rizes and 
discUasea th 
e findings, states the conclusions and interprets both in 
the light of their relationship to previous research. The chapter also 
lllakes 
reconnnendations for further research and discusses implications 
fo:r education. 
Review of the Study 
The stucy was undertaken to investigate the extent of oral 
connnun1 
cation apprehension among a sample of sixth grade students 
Selected 
from two neighboring schools in the Charles Co1.mty, Maryland 
schoo1 
8Ystem. It was also designed to assess whether there were 
81illiti 
cant se.x differences in the occurrence of oral commt.mication 
8.pprehena1 
on among the students in the sample. Sex differences in 
lengu 
age achievement and in attitudes toward the language arts among the 
students in 
the five oral com1.mication apprehension groups were also 
8.esessed 
• Another purpose of the study was to investigate whether there 
lVa.s a rel t 
a ionship between oral comrnt.mication apprehension and language 
ttcti1e,, 
ement as well as attitudes toward the language arts. 
The stucy was intended to be investigative rather than 
der1n1t1 
Ve. It was hoped that it would draw the attention of teachers 
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and education authorities to the existence of the oral corrnnunication 
apprehension problem, and make them aware that some proportion of the 
elementary school population may be apprehensive about communicating. 
The second thrust of the study was to focus on possible pragmati c 
strategies for dealing with the problem. 
The Problem 
Communication in general, and oral communication in 
particular, is of prime importance in the lives of students at all 
levels and can be considered a basic human survival skill. It is so 
essential in the school situation because it is a tool to facilitate 
learning and social interaction, and is used to evaluate the outcomes 
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of the learning process. It has been reported in recent studies that 
there are people in the society at large who regard fear of comrmmication 
as a major fear (Bruskin Report, 1973). In the school situation several 
studies have investigated oral communication at the college and secondary 
levels as mentioned in Chapters I and II. The present study is an attempt 
to focus on this "fear of communication" problem a t the elementary level, 
wbere a dearth of studies e.xists,and to investigate its relationship to 
achievement and attitudes relating to language arts. 
Research Questions 
The research questions that generated the six hypotheses of 
this study were stated as follows: 
l. What are the percentages for the sizes of the groups of 
children in the sample identified at the various levels of oral 
communication apprehension? 
2. Are there significant sex differences in the occurrence 
of oral communication apprehension among the groups in the sample? 
J. Are there sex related differences between the oral 
communication apprehension groups in achievement and attitudes toward 
the language arts? 
4, Is there a relationship between language achievement, as 
measured by the Iowa Test of Basic Skills, Language Subtest, and oral 
communication apprehension, as measured by the Personal Report of 
Communication Fear Scale? 
5. Is there a relationship between attitudes toward the 
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language arts as measured by the Arlin-Hills Attitudes Toward the 
Language Arts Scale and oral communication apprehension, as measured by 
the Personal Report of Communication Fear Scale? 
S1.l1P.!!lary of the Methodology 
Below are SUJI!lilarized the main aspects of the methodology: 
Sample 
The sample consisted of 547 sixth grade students selected from 
two schools in suburban Charles County, Maryland. The schools are in close 
proximity and are part of the public school system in that county. The 
socioeconomic level of the parents of the subjects are lower-middle to 
middle class. 
Instrumentation 
The instruments used in the study consisted of two self-
report scales and an academic achievement test. The Personal Report of 
Communication Fear Scale (McCroskey, 1981) was used to gather da ta on 
oral communication apprehension. The Arlin-Hills Attitudes Toward the 
Language Arts Scale (Arlin and Hills, 1974) was the instrument used to 
obtain responses from the subjects on their attitude s toward the 
language arts. The language achievement of the subjects was measured 
by the Language Subsection (Test L) of the Iowa Test of Basic Skills 
(Hieronymus and Lindquist, 1971). 
I)lta Gathering Procedures 
Two tests, PRCF and ALA, we re administered by the researcher 
to groups of students in their own school setting. The self-report 
scales mentioned above were administered on two successive days to the 
547 students, and manually scored by the researcher. The language 
achievement measure which fonned part of a battery of basic skills 
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tests mentioned above, was administered and scored by the school 
authorities prior to the present study. The scores of this part of the 
data were obtained from the students' cumulative records. The data 
collected from the oral communication measure (PRC~) were used to 
categorize the sample into the five OCA groups--Low, Moderately Low, 
Moderate, Moderately High, and High--based on McCroskey's criteria 
described in Chapter III. The mean of the scores for categorizing the 
groups was 34.88 and that reported by McCroskey (1981) in his study was 
36.5. The SD of this study was 9.59 and that given by Mccroskey (1981) 
was 9.6. These comparative figures are ci ted here as evidence of the 
correctness of the procedures for grouping the students in the sample of 
of this study. 
1.31 
The means and standard deviations of the scores were also 
obtained by computer for the scores resulting from the Iowa Test of Basic 
Skills, Language Subtest and for the Attitude to the Language Arts Scale 
(Arlin-Hills}. The data were obtained for the total scores of the sample 
as well as for the scores of the sexes in each of the oral communication 
apprehension groups. Percentages were used to estimate the extent of the 
occurrence of oral communication apprehension among the five groups. The 
Chi-square technique was also employed for testing the significance of 
sex differences in occurrence in each of the oral communication apprehen-
sion groups. Two-way analyses of variance for testing the significance 
of differences by F-test of the group means of the sexes in each of the 
five groups were done for both the ITBS-L and ALA tests. The results of 
these analyses were further tested by Scheffe's method. One-way .ANOVA 
and the method of intercorrelation were also used for testing relationships 
between OCA and language achievement as well as attitudes toward the 
language arts. 
Limitations of the Study 
The limitations of the study may be brieny stated as follows: one 
of the first limitations which may be mentioned is that the sample 
was selected from only two schools of the Charles County school system. 
As a result the findings of the study may not be generalizable to all the 
schools of the school system • .Another l:lnitation is that the results are 
limited only to children at the sixth grade level in a suburban location 
of Charles County. In addition the findings were limited to the scores 
of the three measures used in the investigation. 
Summary of the Findings of Related 
Research Studies 
It is considered appropriate to focus here on the findings 
or the r l t 
ea ed research studies reported in Chapter II with special 
:rererence to the findings of this study relevant to the six 
hypotheses being 
examined. These findings are accordingly summarized 
below: 
1
• Shaw (1966) found that 15-25 percent of the children in 
elenien tary 
grades appeared to show high levels or anxiety about 
8Peaki 
ng and that the higher percentage was for students in the upper 
eleznent 
ary grades. This finding on the percentage level of occurrence 
or the high 
oral communication apprehensives was also reported by 
Scott 
ana Wheeless (1977) as well as by McCroskey (1977). 
2
• Gilkinson (1942) in his study of speech fright found 
that f enia1 e 
college students exhibited less confidence and more fear 
or 
8Peaki_ng than male college students. This findi'ng was likewise 
s12pPortea b Y another study done by Porter (1974) on oral communication 
app:rehensi 
on. Garrison and Garrison (1979) similarly reported that 
g:t:r1s w 
ere more apprehensive in the early grades than boys and 
Slightly 
less apprehensive than boys at the high school level. 
3 
· Gilkinson (1942} also found in his study that there 
•a.an 
o relationship between speech fright and intelligence test scores 
as Well as 
school grades. In like manner McCroskey, Daly, and 
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Sorensen (l976l in their study found no relationship between 
intelligence and oral communication apprehension at the college 
level. On the other hand Bashore (197l) found a slight negative 
relationship between I.Q. and high oral communication apprehension 
among high school students. He also found that high school students 
who are high apprehensives performed less well than those who are low 
apprehensives on high school achievement tests. 
similarly reported by Scott and Wheeless (1977). 
This finding was 
McCroskey and 
Andersen (1976) likewise reported that there is a relationship between 
oral communication apprehension and grade point average among college 
students since they found that high apprehensives scored significantly 
lower than low apprehensives. 
4. A further related finding was that of Hurt and Preiss 
(1978) who reported a relationship between oral communication 
apprehension and negative attitudes towards school in general which 
affected adversely motivation, interest in school subjects as well 
as school learning at the college level. 
5. A finding of interest, though not relevant to one of 
the hypotheses tested was that of Shaw (1966) who also reported 
that across the grades, students of low socioeconomic levels 




Summary of the Findings of This Study 
Hypothesis I 
The percentages for the sizes of the groups of children in the 
sample identified at the various levels of oral communication appre-
hension correspond closely to what was expected in the normal distribu-
tion of the school population. 
The findings revealed that the spread of the scores obtained 
from the OCA scale by the entire sample was fairly evenly distributed. 
It was found that a little over two-thirds of the sample, that is 69 
percent consisting of the three moderate groups combined-- the Hoderate-
ly Low, the Moderate, and the Moderately High OCA groups--clustered 
around the mean of the scores. It was also found that 15 percent of 
the sample fell in the High OCA group and 16 percent in the Low OCA 
group. It may again be stated here that this pattern of the spread 
of the scores for the moderate and the extreme groups approximate to 
what was theoretically expected (Mccroskey, 1978) and to what was 
also reported by the Bruskin Report (1979) on a comprehensive study 
for the United States population. The findings stated above for this 
study support the hypothesis that oral communication appre:nension does 
exist in varying degrees among the sixth grade students in the sample 
selected from the Charles County school population. 
Hypothesis 2 
There are statistically significant sex differences in the occur-
rence of oral communication apprehension between the pairs of the sex-
es in each category of sixth grade students in the sample. 
1J5 
The findings reveal that sex differences in the occurrence of 
oral communication apprehension (OCA) among the students in the sample 
are negligible and not significant. Although no significant difference 
was found in the occurrence of oral communication apprehension between 
the sexes, the girls in the sample, however, tended to show a greater 
extent of the OCA problem, particularly in the moderately high group. 
Hypothesis 3 
There are statistic·ally significant sex differences in language 
achievement among the oral communication apprehension groups in the sample, 
With respect to Hypothesis 3, the data obtained from the two-way 
ANOVA indicated there are significant sex differences in language achieve-
ment for the Low and 11oderate OCA groups. It was found too that 
the mean for girls in language achievement was higher than that for 
boys. The significance found for sex differences between boys and 
girls for the above two OCA groups is further supported by the results of 
the Scheffe test of pairwise comparison of the group means for the sexes. 
Hypothesis 4 
There are statistically significant sex differences in attitudes 
toward the language arts among the oral oral communication apprehension 
groups in the sample. 
The data for the two-way analysis of variance used to test this 
hypothesis reveal that although there was significance for the main 
effects of sex and oral communication apprehension, there was no sig-
nificance for the two-way interaction of Sex and OCA relating to 
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attitudes toward the language arts. The data when further tested by 
the Scheffe test of pairwise comparison of the group means for the 
sexes indicated that there were no significant sex differences between 
any of the pairs of group means for the sexes. This was probably so 
because it was found that the group means for boys and girls diffe red 
slightly in favor of the girls. 
Hypothesis 5 
There are statistically significant differences in language achieve-
ment among the oral communication apprehension groups in the sample. 
With reference to Hypothesis 5, the data obtained from the one-
way analysis of variance for the scores of the five OCA groups in-
dicated that there is a significant difference in language achievement. 
A comparable finding reported by Scott and Wheeless, (1977) indicated 
that there is a relationship between oral communication apprehension 
and achievement in general. 
Hypothesis 6 
There are statistically significant differences in attitudes 
toward the language arts among the oral communication apprehension 
groups in the sample. 
The results of the one-way analysis of variance used to test 
Hypothesis 6 indicated that there was no significant difference between 
the me ans of the oral communication apprehension groups with respect 
to attitudes toward the language arts. 
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With further reference to Hypotheses 5 and 6, the results 
of intercorrelations computed for the oral communication apprehension 
scores with the language achievement and attitudes toward the language 
arts scores indicated a low and negative significant correlat ion between 
oral communication apprehension and language achievement. However, the 
correlation coefficient for the oral communication apprehension test 
scores with those of the attitudes toward the language arts test scores 
was also low and negative but not significant. This indicated that 
there is no relationship between oral communication apprehension and 
attitudes toward the language arts. The findings made above on 
Hypotheses 5 and 6 are therefore further supported by the data from the 
intercorrelations. 
Conclusions 
Based on the above findings the following conclusions may be 
made: 
1. The data obtained for the various levels of the occurrence 
of oral communication apprehension among the sixth grade students in the 
sample are comparable to those of more comprehensive similar studies 
done by Shaw, 1966; Bruskin Report, 1973; Mccroskey, et al. 1981; Garrison 
and Garrison, 1979. It may therefore be concluded that the sample 
selected from the sixth grade boys and girls in the Charles County school 
population was fairly adequate for the purpose of this study. 
2. In relation to sex differences in the occurrence of oral 
communication apprehension, more girls than boys tended to be apprehensive 
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in oral communication situations at the moderately high level though not 
at the other levels, indicating a greater problem for girls at this level. 
J. In view of the finding that there is a significant sex difference 
in language achievement in favor of the girls,in the low and moderate 
OCA groups, it may be concluded that the occurrence of oral communication 
apprehension among boys appears to be more highly related to their lan-
guage achievement than it is to that of the girls in these groups. 
4. The finding that there are no sex differences in attitudes toward 
the language arts among the oral communication apprehension groups in 
the sample leads to the conclusion that the occurrence of oral communi-
cation apprehension among boys and girls seems to have no relevance to 
their attitudes toward the language arts. However, the difference in 
attitudes toward the language arts between boys and girls is only slight, 
in favor of the girls. 
5. The significant difference of the mean scores in language 
achievement for two OCA groups, as well as the finding that the students 
of the Low OCA group scored above the sample mean, while those of the 
high group scored below the sample mean, are feasible indicators that 
there is a relationship between OCA and language achievement. This 
conclusion was further substantiated by the significant correlation 
found between the scores of the OCA and language achievement tests. 
6. As a result of the finding that there are no significant dif-
ferences among the OCA groups in attitudes toward the language arts, it 
may be concluded that there is no relationship between oral communication 
apprehension and attitides toward the language arts. This conclusion is 
supported by the evidence that the correlation coefficient of the 
scores for the two tests--OCA and ALA--was low, negative, and not 
significant. 
7. It may therefore be concluded with a greater degree of 
confidence that there is no relationship between ora1 communication 
apprehension and attitudes toward the language arts. 
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8. The finding of only a slight positive relationship between atti-
tudes toward the language arts and language achievement implies little 
r~lationship between these variables. 
Discussion 
The findings based on the data presented in Chapter IV emphasize 
the need for a more comprehensive stu~ of the extent of the occurrence 
of the oral communication apprehension problem among students at the 
elementary or middle school levels in the Charles County school system. 
There is sufficient statistical evidence from the results of this study 
to support the view that there is some relationship between oral 
communication apprehension and achievement in the language arts among 
students at sixth grade level. As this study was limited to the sixth 
grade level, it needs to be further investigated whether there is to be 
found the same relationship between oral communication apprehension and 
language achievement of elementary school children at other grade lev-
els in the county. It Y.l.ay also be of interF:!st., for the purposP. of com-
parison, if another similar study was undertaken in which the subjects 
consist of a sample of elementary school children selected from 
schools in rural or urban areas, or of a sample of children whose pa-
rents are exclusively of a low socioeconomic status level. 
The findings with reference to sex differences in achievement 
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are consistent with those generally found in other studies comparing 
language achievement between the sexes at the elementary school level. 
Although these studies were not concerned with the oral communication 
apprehension factor in relation to sex differences in achievement in 
the language arts, the findings reported that girls performed better 
than boys in the lower grades of the elementary school. It was also 
found that the sex differences in achievement tended to disappear at 
the sixth grade level (LaBrandt, 1933 and Vernon, 1955). A major 
study reporting similar findings was one of the Scottish surveys (1949) 
in which children of the elementary school population in Scotland 
were surveyed and comparisons with respect to achievement of the sexes 
in the basic subjects were made, 
The findings of more recent studies on sex differences in achieve-
ment in the language arts reported in the literature were generally 
similar to those stated above. Maccoby and Jacklin (1974) in a com-
prehensive study stated that sex differences begin very early--from 
the time of the utterance of the first word or even earlier in babbl-
ing, and diminish as the boys "catch up," They further stated that 
the differences reported in a study by McCarthy ( 1954) tended to be 
small, and many were not significant even on large samples. 
when there was a difference it almost always favored girls. 
However 
The 
same was true generally in later studies, but the study with the largest 
sample (Templin, 1957) found no sex differences between the ages of 
three a.nd i s x. 
Another related study of sex differences in language achievement 
s.t the elementary school level was the six-year study by Yarborough 
e.nd J 0 hnson 
girls 
( 1980). In this study the authors also reported that 
outperformed boys • in measures of language arts and spelling, 





Kail respect to sex differences in the recall of names of letters, 
iegel (1977) reported that at all grade levels above grade Jr. ands· 
three 
'females recalled letters more accurately than males, but there 
'Were 
no sex d.f 1 ferences at the grade three level. 
On the contrary, 
in a cros ... Q-cultural study, Jahoda (1981) found no sex differences in 
recall 
of lett ers by boys and girls in Ghana and Scotland. 
It may be concluded from the evidence cited from the above studies 
as Well as the f' 1 t d 
to 
indings of the present study that girls genera 1Y en 
achie Ve better in the language arts than boys up to the grade six 
1 It may also be concluded that the achievement of the sexes in levei. 
8.?lguage arts 
It may 
h tend to equalize above the sixth grade level. 
owever b e mentioned that Plomin and Foch (1981) stated that although 
is "one of the most well established cognitive sex differ-\re:rb al ability 
ence s, sex 
11lea.s U:res" 
1 
• They further concluded that " if all we know about a child 
8 th e Child's b 1 ab sex, we know next to nothing about the child's ver a 
accounts for only one percent of the variance of verbal 
1lit;y11 ( p. J8J). These comments suggest that the sex differences 
lloted. in h ac ievement in the language arts may be due to variables other 
than 
sex di fferences such as cultural factors. 
With reference to the relationship between oral communication ap-
Pl'ehensi 
on and attitudes toward the language arts,it should also be 
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lllentioned that 
the researcher found during the literature search that no 
81niilar t 
s Udies were done 
th . 
at reported 
One of the few related studies found was 
by Yarborough and Johnson (1980) comparing the sexes 
s.t the 




r of girls 
The authors reported a significant difference in 
at the .05 level. Since there is such limited research 
evide 
nee on the relationship between oral communication apprehension 
a.nd attitud 
es toward the language arts the researcher is of the view 
that th
e findings of this study in this regard should be considered 
tentat1 Ve. It is therefore further suggested that a follow-up study, 
Pl'eferabl 
Y Using other attitude tests designed for assessing attitudes 
towal'd th
e language arts of sixth graders, should be done. 
Recom.'Ilendations 
In v· iew of the findings relevant to the six bypotheses, there 
Se,-. 
-...s to be 
a need to investigate further the magnitude of the problem 
or Ol'al co 
mmu.nication apprehension among elementary and middle school 
Child l'en, not b t h • only in the Charles County school system u Per eps in 
othel' 
school systems. The results of such a su;rvey, if undertaken 
b;t th 




l. School authorities should make financial provisions for the 
~"est1 
gation of the extent of 
Sion 
llnder their Jurisdictions. 
the problem of oral communication apprehen~ 
This should be done with the objective 
Of Ulti mately raising th e standard of achievement in the 1anguage arts 
ParticUlarJ.y in the elementary school, 
2 
• Follow-up steps should be taken by means of workshops, semi-
nars and other methods of inservice training for the promotion of 
Ol'8J. C ppre ens on awareness among school personnel at all onununication a h i 
Profe 1 ss onal Such training programs should be designed to levels, 
acquaint school administrators, counselors and classroom teachers with 
the Procedures and techniques for the alleviation of the problem of 
ora1 
communication apprehension in the schools, These measures should 
aim at Il'laklng the reduction of the problem a matter of school-wide 
concern and at placing on it as much emphasis as on the teaching of the 
basics, 
18 n addition recommended that a variety of curriculum 3. It . i 
guides Similar 
14J 
( to the one published by the IJichigan Speech Association 
Cottre11 ( • ed., 1979) and the recent ones by Glattborn (1980) and Mandel 
l 9Bo) PUbli 1 shed by the National Council of Teachers of English may be 
Xlclu.ded among books supplied to the schools by the local education 
These instructional guides may be utilized for the imple-au.tho_, 
... -J. ties, 
lllentation of the recommended program of activities as an integral com-
Ponent 
gU,i of the language arts curriculum, 
des_ 
escribed in Chapter II, part 2, 
Details of these curriculum 
.. ere d 
4· strategies and practices in the teaching of the language 
srt
s 
aho'Uld concentrate on the creation of learning environments conducive to 
Ora1 COJign t >ml.cation and the develoPlll"llt of co,mnunicative competence 
l'oJ!l the ti earliest years in the elementary school onwa
rd
, 
es 8.nd Practices may • f growth 1·n communication include the provisions or 
such strate-
antong the individuals 
and groups that comprise the total school popu-
lation th 
rough a process that is natural, built-in, informal and spon-
taneous. 
In °rder to achieve this end classroom settings should be 
conducive t 
0 
easy interpersonal relationships and pleasant encounters 
betwee 
n teachers d . 
t an children, teachers and teachers, principals and 
eachers 
'Principals and children, counselors and teachers, counselors 
and Child 
ren, and children and children. 
Parent 
a should be 
Ancillary staff as well as 
made aware of the need for this emphasis on com.~unica-
tion 
education. In addition, as much emphasis as possible should be 
Placed 
on dyadic and small group activities to encourage and promote 
ora1 
conununication to the same extent as reading and writing. 
;, Further research on the various aspects of this study as sug-
gested 
Previously in this chapter should include the following: 
(a) A mo 
re comprehensive study of the relation between oral com-
munication 
apprehension and language achievement as well as attitudes 
toward 
the language arts 
at 
all grade 
consisting of a sample of children selected 
levels throughout the school system for the purpose of 
~alidati 
ng this study as well as gathering data on other grade levels. 
In °rder to carry out such a study as economically as possible, 
about 
ten Percent d 1 1 my be of the students from selected gra e eves a 
chosen 
at rand0m from schools in the various localities of the school 
s~etem, 
be Used. 
The same test variables as those used in this study should 
The administration of the tests should be the 
Of th 






to ensure that the tests are administered in the most appro-
and informal classroom settings at convenient times. The 
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administration of the tests should be preceded by prior preparation of 
the subjects and assurances that the test results would in no wa:y in-
fluence their class grades so as to ensure valid responses. The scor-
ing of the tests may be done by the classroom teachers involved. The 
collation end analysis of the data should be done by the appropriate 
persons in the office of the Director of Research for the school system, 
It would be at the discretion of the school superintendent to decide on 
any follow-up action which the findings of the survey may justify. 
(u) A similar study of elementary or middle school children selected 
from schools situated in the rural and/or urban areas of the school 
system involved in this study or in other school systems in the state 
for the purpose of comparison. It should be of interest to ascertain 
what results would be obtained if the study is replicated using sub-
jects fom schools situated in rural and urban environ~ents. This will 
enable conclusions to be made on the relevance of environmental vari-
ables, which were not included in this study, to the extent of the occur-
rence of oral communication apprehension among the students studied. 
(c) Another study using a sample of elementary school children 
at the sixth grade level whose parents are exclusively of a low 
socioeconomic status level for purposes of comparison. As the sru::ple 
used in this study is classified as middle class, a further study 
may be beneficial to see if socioeconomic status has any relevance to 
the occurrence of oral communication apprehension as well as to the 
other variables studied. 
(d) A replication of this study using other language achievement 
tests and/or attitudes toward the language arts measures of the sixth 
145 
grade level could also be a means of providing further research 
evidence relevant to this study. 
6. The dearth of empirical studies on language arts topics with 
special relevance to oral communication apprehension, found at this 
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time by the writer, reveals that there is an urgent need for more 
comprehensive research studies on this aspect of language arts education, 
It is therefore strongly recornmeLded that language arts specialists 
should consider attempting more and varied research projects relevant 
to the oral aspects of language arts instruction as an imperative 
need for the eighties. 
Implications for Education 
The implications for education arising from this study may be 
stated as follows: 
1. The study may serve to stimulate greater awareness and interest 
on the part of educators including teachers, counselors, curriculum 
planners, and administrators in the problem of oral communication appre-
hension among children at the elementary and middle school levels, 
!:Rareness may lead to the identification of those students in the class-
room setting who are anxious communicators and who may need to have 
their special needs taken care of through general and special provisions. 
2, Awareness of the results of this study may encourage those 
wr10 are Tesponsible for the planning of programs and activities in ele-
mentary and middle school classrooms to explore the possibilities offer-
ed by existing techniques which are at present used in the alleviation 
of oral communication apprehension at secondary and college levels. 
Techniques such as relaxation techniques, systematic desensitization, 
cognitive restructuring and other ways of helping children who have 
high levels of speech anxiety to cope with the problem can be utilized, 
(!kCroskey, 1970 and 1972; Mccroskey, Ralph and Barrick, 1970; Goss, 
Olds and Thompson, 1977; Fremouw and Harmatz, 1975; and Garrison and 
Garrison, 1979). These are known and well-researched therapeutic 
techniques which have been found successful in reducing anxiety and 
thus helping in the alleviation of communication fear. Systematic 
desensitization is one of the more popular techniques used to reduce 
fear of speaking in high school and freshman speech classes since the 
1950's. The procedure involves teaching the person to learn to relax 
voluntarily then pairing this with images of anxiety-producing situ-
ations. It is a behavior modification technique in which the new re-
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sponse of relaxation is paired with and replaces the old response of 
the threatening situation. This means that the student is conditioned 
to cope with the anxiety producing situation via relaxation. Several 
sessions of 15 to 20 minutes of relaxation and about 40 minutes of 
imagining each session eventually produce reduction of the anxiety 
symptom and subsequently the high level of communication apprehension, 
Cognitive restructuring is another systematic technique that has 
also proved effective in reducing anxiety in communicatively apprehensive 
students. Its object is to alter the cognitive dimension of anxiety, 
and involves being taught to make self-instructional statements, coping 
statements being substituted for negative self-statements. Students 
are taught to identify anxiety-producing negative self-statements that 
are associated with the communication situation which produces 
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apprehension. Its use in the treatment of the communication apprehen-
sive student is based on the idea that maladaptive behavior is associat-
ed with and maintained by irrational statements. Small group sessions 
are usually conducted and practice given in substituting coping for 
irrational self-statements. Subjects are encouraged to practice be-
tween sessions and to keep a diary of their efforts. Progress is dis-
cussed at the beginning of the next session and practice sessions con-
tinue until the procedure proves effective in helping the subject cope 
with his apprehension about speaking. 
ed and encouraged. 
Self-evaluation is also expect-
Cognitive modification is a technique consisting of a combination 
of systematic desensitization procedures and that of cognitive restruc-
turing. Relaxation techniques are used to initiate the treatment ses-
sions followed by exercises using both imagery and coping statements. 
All of the techniques described so far have been successful in treating 
the communication apprehensive adolescents and adults. Since sixth 
grade students are mature enough to follow the oral directions, and since 
the techniques are learned by inexperienced subjects with little difficul-
ty, treatment programs may be organized for those identified as high 
oral communication apprehensives. Another technique which is an alter-
native to the ones already described and does not utilize imagery is 
called rhetoritherapy. It is based on the concepts of Reality Therapy 
The subject is urged to set two sets of personal communication goals re-
lated to structured and unstructured communication situations. Goals are 
placed in a hierarchy and that which is easily accomplished done first. 
Success in meeting communication goals in class i s carried over outside. 
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J. A further implication may focus on the context in which 
conununication education occurs. The communication environment is an 
important asset in the development of effective and efficient 
communicators. It is also necessary for the identification and treat-
ment of children who are found to have problems communicating. One 
of the outcomes of this study which may arise from greater awareness 
of the existence of the oral communication apprehension problem in 
classrooms at any level may be to focus on the building and maintaining 
of classroom settings conducive to oral communication. Such settings 
may be organized for the development and promotion of spontaneous oral 
communication in general without forcing, as well as guided or structured 
activities to bring about effective and efficient oral communication. 
McCroskey (1977 and 1980) has underscored the need for this kind of 
commm1ication atmosphere in the classroom when he suggested the 
establishment of a communication-permissive climate in all classrooms. 
He stated that "since in most instructional systems communication plays 
a vital role in the learning process, it is very important that a 
communication permissive at:roosphere be developed (Mccroskey, 1977, p. 22). 
Phillips, Butt, and Metzer (.1974) have extended the idea of building the 
communication atmosphere in the classroom further when they stated 
the teacher ought to be the model for communication by the building of 
his own communication skills so as "to persuade students to participate 
in productive classroom activities" 
4. It has been reported by some of the investigators into the 
state of the language arts that the "back to basics movement now is 
15( 
affecting instruction in all areas of the language arts including 
"speech" and that the movement further accounts "for a decline in the 
basic literary skills" (Ritter, 1978, p.119). This notion is sub-
stantiated by Cazden (1980) and a number of other concerned educators 
and communication specialists who deplore the neglect suffered by some 
facets of the language arts, particularly oral communication. Since 
communication is of prime importance in our daily lives, and since, 
in the school situation language, which is the vehicle of communication, 
is the core around which all the curriculum components revolve, it 
should be emphasized and given primacy rather than being neglected, 
Oral communication in particular should be considered a basic and not 
a "frill" and out of the awareness generated Eniong language arts and 
curriculum specialists by this study and other similar studies may 
come a reawakening and revitalization of oral language in schools. A 
re-evaluation of the place and emphasis on communication in general 
and oral communication in particular may take place for the ultimate 
benefit of the communicators to ensure their success in existing 
verbally oriented schools and in the world at large. Each child's 
survival in the school situation and in the society would be ensured, 
In order for teachers and all concerned to take cognizance of the 
new or renewed orientations and emphases attention would need to be 
directed to rethinking of instructional programs and strategies for 
the language arts, creating viable and exciting activities to bring 
about growth in and through communication. Any revitalization which 
is envisioned should encompass all children in the communication en-






levels of oral communication apprehension. 
5
• Since it was found in this study that there is a relationship 
between 
oral communication apprehension and achievement in the language 
arts 
'teachers may focus more on the oral aspect of language arts in-
struction f 
or the benefit of all elementary and middle school children 
Ellld .Parti 
cularly for those whose standard of language arts achievement 
fa11s 
below what is normally expected. This thrust should have an 
irn.Pact on 
raising the standard of language arts achievement in the 
elenient 
ary and middle schools. 
6
, Ther • • e may also be implications for teacher education resulting 
fro.Ill tile g t 
rea er emphasis on the oral aspects on the teaching of the 
language t 
ar s as one of the possible outcomes of the findings of this 
Stu~. 
The curriculwn for the training of pre- and in-service teach-
ers at 
teacher education colleges, with reference to the teaching of 
the 1an 
guage arts,may be revised in order to prepare teachers adequate-
ly- for th 
e new thrust in the teaching of communication skills and the 
de'lre1 0
.Plllent of functional communication competencies, This revised 
curr1cu1 
um may be designed to include activities for the training of 
teachers in 
the creation of less ~igid, more informal and more communi-
cative c 
1assroom settings leading to warmer and more relaxed teacher-
:PU,:p11 re . 
lationships. Such a relationship may bring about more positive 
attit 
Udes toward school and school subjects and thus enhancing the 
1llent 1 
a health of the children as well as their growth and development 
genera1 ,~. . 
...., and in communication. 
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APP~NDIX A 
Charle$ County. ~ij~ff land 
Brief Industrial Facts 
[_-_- ---=G:..:e:::ne=ra-=1:..:1:.:.:nf:-=or:..::ma==-=ti=on:...._ _ __,JI .__( ____ L_oc_a_tio_n ____ ] 
~f unty Seat - La Plata 
evatioa. - Ranges from 100 
sea level 
to 200 feet above 

















New York ...•.••••...••••..•.. 
Philadelphia .•......... • ....... 
Pittsburgh .................... . 
Richmond .•.......••••••...... 





















1985 (Proj .) 
1990 (Proj.) 80,700 4,344,298 Average Yearly Precipitation (Inches) - 42.62 93,698 4,509,498 Average Yearly Snowfall (Inches) - 16.5 
. . Average Summer Temperature (°F). - 74.1 ... 
Incorporated Towns, 1980 Census figures: La Plata, - Average Winter Temperature (°F) :_ 36.3 
2,484; Indian Head, 1,381. Average Duration of Freeze-Free Period - 185 days 
lJ.S. B..,...uof&heC-- •. • : • · 
Mar,•laed 0.~t of State Plallllilc - • 
Charles County Estimatgd Population 
By age groups (July, 1980) 
Male ~ Female 
Age Number o/o Number o/o Number 
Under 5 2,989 @.2 2,862 7.9 5,851 
5-19 11,581 31.7 10,769 29.7 22,350 
20-44 14,551 39.9 15,130 41.7 29.681 
45-64 5,610 15.4 5.239 14.5 10.849 
65 and over 1,765 4.8 2,250 6.2 4,015 
Total 36,496 100.0 36,250 100.0 72,746 









rJlaryland Department of Economic and Community Development 
Businf'ss and Industrial Development 
1748 Forest Drive, Annapolis, Maryland 21401 
(301)269·3514 Telex: 87788 
JANUARY, 19 
.. ...:: .. -~·.-. 
[ ______ La_b_or _ __,;,.. _ ______.II ..... ___ S_e1_ec_t_ed_l_nd_u_sm_·es _ : ___ 15_3] 
Labor Market Azea - The labor market area of 
Charles County, as delineated by the Maryland Em-
-ployment Security Administration, includes all of 
Charles and Calvert Counties plus portions of Prince 
George's and St_ Mary's Counties in Maryland; part of 
King George and Westmoreland Counties in Virginia; 
and a portion of the remaining Washington, D.C. 
SMSA. 
Civilian Labor Force and Unemployment Rate 
Chui• 
Couaty 
Civilian Labor Force 




[This list represents a cross-section of industries and not 





























M F T 
187 38 225 
62 2 64 
46 124 170 
190 12 202 
15 45 60 
21 1 22 
Unemployment Rate 




, Systems, Inc. 






27 33 6( 
16 9 2~ 
Estimated Labor Potential 
1. 1980 annual average unemploy-
Charin 
Coaat7 
ment · · ~ · · · ~ --=;-. --... ~.: • - : :-... · '·• 1,488 
2. Underemployment by hours 
worked or wages 
3. Public high school graduates ex-
pected to enter the labor force . 
4. Residents commuting outside 
the county to work 
5. Residents planning to enter the 
labor force male 
female 
Total Esti.mz.ted Labor Potential 















Shipping & receiving clerk 




































Tire Recycling & 
Processing 
35 
Distribution of Emp1oyment 









Federal Government . ... - . . 2,116 
State Government .. . ... - . . 80 
Local Government .. . ... - - . 3,556 
Private Sector 
Total-All Industries .. __ . 
Contract Construction ... _ 
Manufacturing ... . ... _. _ 
Durable Goods ..... .. . 
Nondurable Goods ... . . 
Transportation. Communi-
cation & Utilities (Exel. 
Railroads) . . . ........ . 
Wholesale and Retail Trade 
Wholesale Trade .. _ ..• _ . 
Retail Trade _ ..... . . ; _ . 






















Estate .. . ......... 7 •• 462 2-8 
Services and Other ... ... . 
Total .. .............. . . . . 
2,107 12.8 
16,506 100.0 
















Long term, low interest financing for new and • 
panding industries is available in Maryland fr< 
several sources, including Industrial Revenue Bor 
and low interest loans. Brochures describing t h1 
sources are available from the Maryland Departm1 
of Economic and Community Development (See p 
for address and telephone number). 
·--. ·-· ... ~ ........ -
[ ______ -:-/\P~•~~~~·· ~~:~~~ia~Al..!P~r~op~e~r.!ltyL __ _Jl IL _____ _..:l:.::n:.::.co=m.:.:..e=--__ 1_,_4 
1 ndustrial sit • 
acres p . es in the County range in size from 1 to 250 
prov~ ~c~s per acre range as follows: zoned unim-
~Wt-r _ S l0,000 to $15,000; zoned with water and 
and r il 39.ooo to $64,500; and zoned with water sewer 
• n - $9,500 to $49,500. ~ ~fa;les Business Park. located on U.S. 301 between 
180 ii a and Waldorf, occupies about 300 acres with acres r · · t.racts e~&.1rung for development. Additionally. 
'\\'hit ~t !lvailable in the Graphic Arts Mall, located in 
Wh. e ams and the La Plata Commerce Center. 
of ~~e Plains Co~merce Center is completing phase one 
Lo ~ construction of the 86 acre industrial park. 
we 5 and several other buildings are now in the Park. 
Transportation 
Erftctivt Buyiua lucomt IEBII - Dec. 1980 
. . Perceat Households Diatnbut10D 
Charin 
County Muylaucl U.S. 
$ 0- 2,999 4.5 5.2 6.8 
3,000· 4,999 3.l 3·9 5·3 
'5,000· 7,999 5.0 5·8 7·7 
8,000· 9,999 3.3 4·3 5·0 
10,000-14,999 9.4 13·1 13·2 
15,000-24,999 27 -3 30·7 28·2 
25,000-49,999 4l.4 31.9 29·0 
50,000 and over 6.0 5·1 4·8 
Median Household $24,114 $20,658 $19,146 
Average Household S26,042 $23,450 $22,151 
p Ca ·ta $7,729 $8,217 S7,940 
T~~al t~I (Millions) $578.1 $34,813.6 $1,814,166.8 
Effective Buying Income-A classification ell.c_lu~ively 
developed by Sales & Marketing Management, it is per-
sonal income less personal tax. and nontax .. p~yments. 
The resultant figure is commonly known as disposable 
personal income." 
Highways (Interstate and/or U.S.): U.S. 301. 
Rail: Consolidated Rail Corporation (ConRail). 
Truck: The Waldorf area lies within the Washington, l Government;and Taxes D.C. Commercial Zone.and is served by 90 carriers. L ____________________ _ 
15 carriers are authoriz-ed to serve the entire Charles 
County area. 
\\'ater: Served by the Port of Baltimore, 42' channel, 
4th l~rgest foreign tonnage port in U.S. Excellent 
containership facilities. · 
Air: Served by Washington National Airport and 
Dulles International Airport near Washington. D.C., 
and Baltimore Washington International AL'"J)ort (BWI). 
Utilities 
Electricity: Southern Maryland Electric Cooperative, 
Inc. 
Gas: The Washington Gas Light Company serves the 
northern area of the County. Elsewhere, bottled gas is 
available from local distributors. 
Water. The Charles County Department of Public 
Works provides water for St. Charles Communities and 
Waldorf. Glymont, Indian Head and La Plata have 
municipal water systems. 
Sewer: Municipal systems in Indian Head, La Plata and 
Potomac Heights. Waldorf, St. Charles Communities, 
and Bryans Road are serviced by the Mattawoman 
Sewerage Treatment Plant, which opened in 1979. 
Telecommunications: Major suppliers are C & P 
Telephone Co., Western Union, IT & T, and Comsat. 
Type of Government - Three commissioners elected 
for four year terms. :-
Taxes - Fiscal 1982 
.,. CharlH 
County Marylud 
Tax. P.,ate Per $100 
Assessed Value $2.07• S.21 
Assessment Ratio For New 
Manufacturers 
46.8% 46.8% Real property 
Machinery, tools, and 
Exe~pt Exempt equipment , 
Manufacturers 
inventories Exempt Exempt•• 
Warebousi:lg inventories Exempt Exempt .. 
•lacl\lclae lOC C-cy•-.!e _,,,. form~ 
.. lnvaaleriao L-. actll&ll7 .....,...S ■& 100, and taxed "7 &M SC.1,■, blK l&a ii dadUC' 
~ SI.at.a ....,_.Liao iDlcoa. LU. U _...,.. caali robal<t ii p-. 
The Maryland Department of Economic and Comm..: 
ty Development can provide more detailed tax infon 
tion. (See page 1 for address and telephone number) 
Pubn Education J 
Nu ; Schools in c~---=-:::.:.:~-----_j 
Ill er: 16 ounty (1980) 
Elementa 
6 Middl ry ~ 2 Othere 
t.l\toU 5 H · h Cost ptnent: 17 ig Schools . 
Sl1'ff er Pupn.'586 
·No Per 1,000 ~2,037 (1979) 
~U~bUhlic s .. h tudents: 66 . 
t ''' er: ~ ools • llroUni· 12 in County (1980) . 
\'Otat· ent: 1,609 
'Ine c°nal Educa • 
l>oxnfr harles C tion 
clud et, has ounty V ocaf al c e a an enr Um ion Technical C · 0stnet gricult o ent of 543 Co enter, in 
du,tri 
0
1ogy ure, auto · urses offered in· 
•lettr •l_eleclntafting and •;:ec_hanics, carpentry, 
h.au:llics, he;/Y, trowel tradeesign horticulture, in· 
t,d g, food t~ occupat" s, c_bild care, auto body, 
Th."'lriaJ T ~"':"'ce, and shon, = conditioning and 
o-,. Pui-r-. rrun1ng eet metal & welding 
"' alll .. t'ose f • 
sltiu 1S to O the M ed Provid aryland · d . The lnanpoy,. e _new and ex m _ust;1al training pro-
lta; .Progra er it needs to panding mdustry with the 
elllp?\inl g wh~h offers p f operate profitably. 
d 
oy 1c • er orma b e,; ,ient 19 usuall nee- ased, short-term 
'°"': 1, fle~btart-up Pl conducted during the pre-
'""1i~~Y- Thi le and tailo"r'::i ;f operations. Program 
pbtt, ing Pers state-funded o meet the needs of the 
Or Ver •kill sonnet and . program will assist in 
_.,, .. ~re in[o~ •n~ aptitu:;':11 .5creen applicants for 
Pai:-1 I Econo ID~t1on, conta~ .he company specifies. 
l!igb lor •ddrltlic and Co t t~e Maryland Depart-
Cha t" tdu ess and teteTumty Development (see 
3 
40
r es c Cation P one number). -
.: 0) 0 unt 
-u an ' near L Y Communit . Th, o"••Ocia~ P_lata offers y College (enrollment over 
of l.t •org• We •n Arts d a two year program leading 
tr. 1:'Y'and 
O 
•shlngton ~S!"ee a?d transfer programs. 
lhai, 
7
~he Bai~-er off-cam ruver51ty and the University 
°"" 3
0 
accredit'."'0re-Wast': courses in Charles Coun· O,ooo C u1 institutio gton area there are ,nore 
0 
ege stud ns of higher education with 
ents currently enrolled. 
. __ .... -r------ ·--:..-:..·:..:.·~-·::..:· ·::...:· ·=--:_· :_:'~-1 ~- .... , .... -
Major Recreation Activites-1'' · 
1 
1:he Charles County Department of Parks and Rec~"'-
t1on plans a variety of cultural, athletic and recreation· 
al programs for youth and adults throughout the 
County. Programs are offered at 18 full and part-tim• 
school community centers in all areas of the CountY-
Tber~ are t~o regional public parks and fi,e_ (
0
!"" 
muruty pubhc parks, offering a variety of act1v1Ue5 
i~cluding an 1 B bole golf course, a 60 acre lake, fishing 
p_iers, tennis courts, picnic areas, and lighted athleti< 
fields. Annual events include an Arts Festival, com· 
munity Celebrations and manY holiday special events-
... -: ·· 
Local Industrial Development Contact 
Raymond T. Tilghman, Executive Director 
Robert E. Blundell, Industrial Devel•P"'ent Representative 
Kay Bowling, Administrative Assista~t . 
Charles County Economic Development eonuni•"on, In<-
p,O. Box V, La Plata, Md- 20646 
Telephone: (301) 645-0500, Ext. ~ 
D.C. Toll Free Number: 870-3000, Ext. 0691 
Local After 4:30 934-8700 
, · 
j 
. ... ...... .-
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LA PLATA, MARYLAND 20046 
OF,-ICE Of" EVALUATION /.ND F!ESEARCH 
A. DRIAN KLEIN, 01,rlc:TO" 
CONDUCTING It-:DEPENDENT RESEARCII IN TIIE CHARLES 
COUNTY SCHOOL SYSTE~f 
PROCEDURES AND STANDARDS 
a The c llce hart th of St d es County S h S >oug1i ti u ~nt acad . c col System is happy to cooperate in the further• 
, •ch •cti 
1
~ 1ndepend enuc advancement and the acquisition of knowledge 
b 
0
>vo tn Vlties h . _ent research or study of school data and statistics. 
0th cu • 0 •ever . b • , · J ;~ teach •rantee th· • must e guided by procedures and standarus whic 1 
r·Portant er and p ·. ·
1
•t the sequential teaching ar.ci learning processes of 
lgh . upi in h . . d . d· ts or' lt is 
O 
our sc cols will not be ,nterrupte . Hore 
,~Posit· those inur responsibility to protect the dignity and personal 
•~oscslon of all :ur ~arge by maintaining final determination of the 
that tlte f ata and information within our files. It is for these 
all · · ... · I owing procedures and standards have been es,abl1shed: 
• Sttbm-Lt · 
~6~-lce. ~~.tatemen-t 06 1Le.6e.aftch 01!. M:u.dY .i,i,tei<Uo1J,! /JJ :tJ~ 
lCM,t :boo t•Je.eiM p/i-tolL to ,'.,i,tei1de.d date o 6 a@vdlj 
: on. Incl.ude.: -: 
ct) Th.lo . . . . 
b I Obj ,,_J1'"" h ,[g n ed by appUc.a.1.t (.in dopUca.te I 
c.) IM Ve6 oo J.d.udlj 
d) . Spe -0w~1e.11..t6 :to be w.i e.d 
~)) 1 n.t~~-<..~ po pu,la.,ti.011 .to be. -6.t.udie.d 
u P1t.o e da.,ta. a.nal.y&iA 
2. 
1 
po1:i e.d a.ctivlty -6 cl1e.dtd.e· 
0
L ~PPUc.a1'Lt ; .. .,. . J j: d > , 1-,,..,.;> :to .tW 
uu,t.ce. 
4 
~, no.._ uMng ,.ta"""''""ze te,V>, 
0
u.- M 
-two, me.eJu cop~ 06 -tn.1t1Lomeiit6 to be u,ed in ;tJ,e ,.,,,,.,,,,cJ, 
3, 
11 
P"-<olL ,to -t,i,tei1ded adi.in.i1>t1La.tio" daf.z. 
a.ke a.va.lla. . . . ~ 
~nati
1
, · b_l~ ,to :tJuA oU-l« ;tJ,e , .t,,,Wt.c.c.a.t ,.e,wlth, 
w,u <kl"-<\ «na ,<.1t-le1,p1Lw,.:lion O 6 .U. ""' ,a,,d, 1et tci, a..l 
Week, p . .,1 eopy a 6 :the 6-lnal r..e.6 ea1tcit pape' at ua.1 t :too 
4. N o,"t to ~ pc;.bUcJ'-UOYt· 
the. ~P~d) OIL .,tudy a.c.U.vdY .i.J, ,to bC ,:,,;_,t,iate.d ,.,,:;t}wu.t o Jz.u 
Schoo.t,,. Me w,.-tt.ten app"oval by ;tJ,e s11per.i1i-tendvi-t 
0
6 
5. N 0 -ll.t. . 
0
-tltv.. u~e.n,t wl)o ii, ~:toclled ,t.aU be ,'.denti.6.ied by _name M 
6. Tl e.«11.& ,tll any pub.UM ti. 00 ILe.6 o1,ti.ng 6,,om tf ,c.1, &tudlj • 
. ii.ti Jz.u . . . ·a, 
""Y • 
1 
ea1<clt ,t,all. no-t "eq,u1te. ;tJ,e d,i}tect ,c,,v,ece.6 a 
601, :th ~•~f P"-"" o "" cl n-t ;t,i,ncl> doM-119 wtiich ti<eY all< o" dutU 
. LaJ11.v., Cowi.tu public. -~c.1100.U-
I 
I 
.:~,PzT,r,,., ., ..• B 





7. T/ze. Clza1te. . 
O.tift.f!J&-<,6 -~ Coun.ti1. School. Sy~,tei11 will be 61tee ,to tl--5 e any 
ctpp e.i.ca.,z.t, ,{Jl 6 Oluna..ti.o 11, rut d/ 01(. ./, t.a;(:,u., .ti cA J: e6 uW.119 61tom 
6 IL<>A ea.Adz acti.v.lt.y. I. 8 
It e. ai<JaJr.e :tlia.t. ti . . " . ~,. . :., : .d al. ·1 o • <?.4po,~-ib,e te PllA..11upa.c. 06 -uze -<."nc.u.v.c. u -6c 100-c.. -<..6 
6-intl ~ e 6°1t. -the opvia.ti.011..& 06 ,tfta,t l,clzool; .tfzu.1., /ze ma.if 
a:,t:1Ptica,,~~ce..s.6~Y -to mocU6y 01t. pla.c.e 1t.e6.tlucti.onh upon 
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L~TTER FR°- r 
·'· CONSTRUCTOR OF PRCF. SCALE 
~Utfi 
1
'-so1 v • l'holll Solti Mill st 
e • r.1,... t-ea,:n D • ~ 207 l'l.ve lleat- ts 
its 
l • l'ho111: 
!\las 
llluri• J>!ea teat· sed t 
iray 20, 1981 
Morgantown. West Virginia 
26506 
lcn · 0 . learn th . 
t 11 apP:t-ehensi at YO.~ are progressing s1,'ltisfactorily on your com-
"o 
0Ula on project:. Let rne respond to "·our specific questions • 
., ll.t- L l'ec,-. J 
''ig:, ~ .. 1.'l:end . 
11 •• • lllod • gl Ven th · Ql'i · erate e size group you will have, that you construct 
the et1y, h. • and low groups by use of the standard deviation approach. 
d ~e · 1ihs ai,d· ~'l fo are tho . . • 
llloct de'-'iat: the ent. se hho score higher than one standard deviation above 
il'oit-ates. 10n be1 0 ~-~e _group, . lows are those who score lon·er t~~n .one stan-
'l'hi p on,y l'o hav ... he mean for the entire group, and the others are · 
ab0 s 'i\·ouid those s \ ~o.:newhat clearer data, you might include in the moderate hi ~e Oz- b !JJean di· u Jects ,,ho are within 1/2 standard deviation of the mean. 
fris el s reoa--d· • d d d · t· the ll:-td ,.. 0w the O 4 1 ng subjects be tween 1 /2 a::d or.e s "z;, ar ev1 a 1 on 
lattez-"•Cde:r-ate rean or making them into two a.:!ditior:al groups, moderate 
0Ption. ows • 1·:i th ~}1e size of groups yc.J ha\·e, I would favor 
158 
APPENDIX D PRCF SCALE 
PERSOmt REroRr OF cnMJNICATIO N FFAR 
DIREn'IOIB: The foll<:Mirg 14 statements ooocern feelin:Js about oonrnunicating with 
other pe::>ple. Please indicate the degree to which ea.ch statarent applies t.o you by 
circl.in] your response. Mark "YES" if you strongly r1qree, "yes" if you aqree, n?" 
if you are unsure, "oo" if you dis.=.tgree, or "1'D" if vou strongly disagree. There 
are oo right or wro~ answers. r.-br'I{ quicklv: recnrrl _your .first inpression. 
i'Es yes ? JD 1'0 1. TaLld.nq wi. th som20ne re,1 scares roo. 
YES yes ? ro 10 2. I look forward to tr:ilking in class. 
YF..s yes ? 00 ?O 3. I like starrli.rXJ up cUrl talki~ to a q.roup of poople. 
YES yes ? JD ro 4. I like to talk ,-nen the wrx,le class listens. 
i'Es yes ? JD l-D s. Startling up to talk in front of other people scTI"es 
111:?. 
YES yes ? JD ID 6. I like t:c,lking to tenchers. 
Y&s yes ? no TO 7. I run sc.:m:rl to tr..lk to p--uple. 
YEs yes ? ro 1'0 A. I 1~ it when it is my turn to talk in class. 
Yes yes ? ro l'D 9. I like to t.:uk to IlFW people. 
YEs yes ? JD N'.) 10. r0J,en soITEOne askc; M=? r1 question, it scares ne. 
YE.s yes ? JD ID 11. There .:ire a lot of pc-:x,ple I am scared to talk to. 
YES yes ? ro N'.) 12. I like to t:nlk to ~le I h-,ve mt ITEt before. 
YES yes ? ro in 13. I like it when I non' t have to talk. 
YES yes ? JD ID 14. T;>.lkinq to w.chers sc,1.res re. 
1~9 
i • APPENDIX E 10\l!A T1i'...ST OF BASIC SXILLS--LANGUAGE SUBTEST 160 
l'1 
1 Test L Language Sl<ills 
o· 
ri '~~ction.s: The exercises in this spelling test are like the samples shown at the 
lll~st ·kMany of the exercises contain a mistake in spelling. Some do not have any 
1 a cs at all 
.;:ou are to look ·for mistakes in spelling. When you find a mistake, fill in the 
· lir wcr space on the answer sheet that has the same number as the word° which is 
;:1- lf there is no mistake in an exercise, fill in the fifth answer space. 
e sample exercises at the right show what you arc to do. 
l Vse th· :· . . · 
• • • 


















·\ 3. I) 
~ . 2) 
,, .;_ J) 
I r,l ~ .. 4) '. · . . ~~ s > I.. . • ,






.!i 5. I) 
~I~} 2) 
~ ·, 3) 
li1:' ~)) 
·\~ 
1 _J Begin ~ Stop U ~ With V After 
Level 9 - Page 27. Exercise 1 - Exercise 31, Page 28 
Level 10 - Page 27, Exercise 11 - Exercise 48, Page 29 
Level 11 - Page 28, Exercise 24 - Exercise 66, Page 29 
level 12 - Page 29, Exercise 40 - Exercise 8S1 Page 30 
Level 13 -. Page 29, Exercise 58 - Exercise 1051 Page 30 
Level 14-. Page 29, Exercise 67 - Exercise 1141 Page 30 



























( No mistakes) 




S) ( No mistakes 




5) { No mistakes) 




5) ( No mistakes) 
. . \ 




5 ) ( No mistakes) 

















4) saw : 








5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mi~..akes) 






5) ( No mistakes ) 
Go an to next page ,. 
.. - --
:!? '! S APPENDIX E CONTINUED 




5) ( No mistakes) 




S) ( No mistskes) 
1a. l ) trout 
2) appear 
3 ) louer 
4) warmer 
5) ( No mistakes) 
~ 3. l ) west 
2) drit 
3 ) shop 
4 ) won 
5 ) ( No mistakes) 
~o. I ) square 
2) news 
3 ) quack 
4) outdoor 
5) ( No mistakes) 
---------. 
l-':r,,.= re rrrirks 
in ;:,h;s h 'Jok!et. 
---- - .... ___ ... __ _ 
(1. l ) eleven 
2 ) formed 
3 ) farmer 
4) anser 
5) ( No mistakes) 
12. 1 ) gallin 
2 ) strike 
3 ) wind 
4) band 
5) ( No mistakes) 




5) ( No mistakes) 




S) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 
28. 1 ) airplan 
2) fireman 
3) basketball 
4) someone . 
5) ( No mista~e$) 
., 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 





5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 















( No mistakes) 




5 ) ( No mistakes) 




5 ) ( No mistakes ) 
39. 1 ) grandfather 
2) together 
3 ) female 
4) pouder 


























Go on to n,•xt p;,f:e ► iF 
i 




-~~-1 40 -- 3 -
, I) 
, 2) kindergarten 
1 Policeman 
. ) Ameracan 
i) alligator 
, 
1) ( No mistakes) 
1 41, l) bass 
1 2) inchs 
1 l) card 
1 1) damp i) 
1 4 




1 j ) 
I 43 
1 . ) 




I~- . ) 
l i ) 
J) 














I ~) agent 
f l) ( No mistakes) 
~ 45· I) lasy 
1 1) turn 
I i ) 
() 
I ! ) 
I 4 
\ 8. I ) 
=> 1 ~) 
~ ( ) 
cover 
idle 





( No mistakes) ~ ! ) 
• 
4







( No mistakes) 
I 48. I) • 
mind 
I ·, ) bare 
I ; ) neat 
<) rased 
~) ( No mistakes) 
II ,.· .. .. I le 10 .--~
el '·'.:~-.:..r Here 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 
52. 1) hunt 
2) .. gaurd 
3) enter 
4) drive 
5) ( No mistakes) 




S) ( No mistakes} 




S) ( No mistakes) 




5) ( No mistakes) 




5 ) ( No mistakes ) 



























5 ) ( No mistakes) 
I) causion 
2 ) prosperous 
3) exciting 
4) intention 
5 ) ( No mistakes) 
1) forth 
l : mountian 
3-J ,grain 
. 4.) 'i,9rthern 
. '5)' -.(~P mistakes) 
' l 








5) l No mistakes ) 
I) scholar 
2) cool 
3 ) automible 
4) treat 




4 ) seashore 











































5) ( No mistakes) 













4 ) composition 





5 ) ( No mistakes) 
1 ) impatient 
2 ) hopeful 
3) relitive 
4) equip 
5 ) ( No mistakes) 







1ase3o APPENDIX E CONTINUED 
~. l) arrause 86. l) noble 
1) refund 2) grumble 
3) diffic-.ut 3 ) seater 
4) contnrry 4) onward 
l) ( No rr:i.s~kes) 5 ) ( No mistakes) 




l) ( No rnistakes) 
11 I). 
· insect 
2) centeral 3) laborer 
4) federal 5) (No mistakes) 
l i) refer . 
2) 9racious 3) hvrnn 4) enorrnus 5




















JUs-.-;~ 3) -~ 
4) Co OtJ:::ac:t 
S) doorknob-~ { No mistakes ) 
. l) 
2 listefl 
3 l facilities 
4) referee 
5) S~ience 
es ( No mistakes) 
, I l ~ . 
2) :• f1ciency 
3) PParentty 
4 l C1rc:ilation 
S) sarcastic ~ ( No rni&::akes) 
~ve1 1 ~ 
~~~ Here 




5) ( No mistakes) 










( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 
~ 




5) ( No mistakes) 




5) ( No mistakes) 
·163 3 106. I) millinery 2) obtained 
::f 3) effort 4) nessessity 5) ( No mistakes) 




. .. ., 





5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 
;. 





"'· ~ . 




5 >. ~ No mistakes). · , .. , 
vf 109. l) favored ,.- ' 
2) occurrence vs . 3) hurried r,·5 4) mixture 
~-- ~: 5) ( No mistakes) 
~~ 




5) ( No mistakes) 
4) touched 
5) ( No mistakes) 111. l) artical 







5) ( No mistakes) 
5) ( No mistakes) 




5) ( No mistakes) 




5) ( No mistakes) 
104. l) wheather 113. l) headache 
2) burglar 2) uneasy 
3) turtle 3) biscuit 
4) counter 4) geography 
5) ( No mistakes) 5) ( No mistakes) 
105. l) achievement 114. l ) belief 2) referance 2) precipice 3) unfortunate 3) exibit 4) misunderst and 4) region 5) ( No mistake s) 5) ( No mistakes) 













































APPENDIX E CONTINUED 
; . .- . 
. . 
~.· ... :· ;.: .. -~ d· f1:·· •• ·, ·:: • · .. ! ,' 
• 'a.). .-, 
Test l LanQllage Skills L-2: Capitalization 
Directions: This is a test on capitalization. It will show whether you know_ · 
which words in a sentence should be capitalized . 
Th~ exercises in the test are like the samples shown below. Many of the 
exercises contain mistakes in capitalization. Some do not have any mistakes 
at all . 
You are to look for mistakes in the test exercises. When you find a mis-
take~ fill in the answer space on the answer sheet that has the same number 
as the line containing the mistake. If there is no mistake in an exercise, fill 
in the fourth answer space. 
The sample exercises belm_v show what you are to do. 
SAMPLE EXERCISES 
S1. 1) Tom and jerry 
2) picked up all the 
3) trash from the picnic. 
4) (No mistakes) 
S2. 1) Sally said that 
2) everyone should have 
3) been more Careful. 
4) (No_ mistakes) 
S3. 1) Let's all help 
2) to keep our streets 
3) and sidewalks clean. 





Use this table to find where your 'tevel is to begin and stop 
l _J Begin 
- - With • 
Stop 
After 
Level 9 - Page 32, Exercise 1 -- Exercise 38, Page 33 
Level 10 - Page 32, Exercise 10 - Exercise 48, Page 34 
Level 11 - Page 33, Exercise 19 -- Exercise 58, Page 34 
Level 12 - Page 34, Exercise 39 -- Exercise 80, Page 35 
Level 13 - Page 34, Exercise 49 - Exercise 91, Page 36 




" X E CONTINUED 
1, I) .. ~:i:~-~ re 
2) lb, b """~7'$31<~ 
3 nte his oy on the fa ) keep Pet, but . rm gave 
4) (N a &oat . • can't I O rnistak;:/he city. 
l, I) 
2) or~rs. tilty tak 
l) th _rnau child es care 
4) (~1r I!lothe ren while 
o rnistakrs go shoppin 
3 
es) . g. 
• I) 
2) t lhis ja 
3) . torn the m Was mad 
4) in our Plums e 
(N &arden 
o rnistak • es) 
4. I) 
2) lh at e 0 ran 3) e for b ges that 
4) Were reakf ast we 
·· (N &rown · 
o Illistak in florida 
S 
. . es) · 
. I) .. 
i) I lhe bi 
. 3) t "-'as a g snow ca . 4) new fl foot d me in april (No O~ers Weeep. All the . 
Ill1stak re buried 8 CS) ! 
. I) 
i) t liere. 
3 ) or 1\1 is a lett 
4) l'hnt' r. r. Sm· er (N s You •th. 




i) at th 
3) You e 0 utd 
" can b oor rn 4) t-eiinut uy ice ovie ( N s, and cream 




i) l' ) ti here. .. 
3) ie s is at 
4) runs eashore brain to 
( \., 0n • ut 't '"O . saturd I only 
8 rn1stak a Ys. 
, 
1
) es ) 
i) i:-or 
l) \Ve h thank . in "-d a sgivin 
4) Stead duck g 





10. I) Mr. Jones said he would 









3) dollar to mow his lawn. 
4 ) ( No mistakes) 
I ) My brother won first prize 
2) for his painting. he was so 
3) happy he hugged the judge . 
4) (No mistakes) 
I) You can find the best shells 
2) on this rocky beach near 
3) the mouth of the river. 
4) ( No mistakes) 
1 ) When the little robin flew 
2) into our yard, i knew 






All the rest of the week that 
brother of mine loves school, but 
not on rnonday mornings! 
( No rnhtakes) 
J) John joked about a city named Walla 
2) wt1.Ua. He s:iid its first settl~rs . 
3) liked it so well they narned 1t twice. 
4) ( No rnistakes) 
I ) ••po you see that balloon, 
2) children?" asked miss Wong. 
3) "It's far up in the sky." 
4) ( No mistakes) 
I) On the trip to- the park, 
2) Judy met two rangers 
3) who carne from idaho. 
4) ( :No n1istakes) 
J ) All that is left 
2) of old fort sewell 
3) is the dining hall. 






















APPENDIX E CONTINUED 
That lady has a black 
cat with white paws. She 
calls it mittens. 
( No mistakes) 
The nurse at school told 
Ward to go home. She 
snid he had measles. 
( No mistakes) 
Every thursday we go ~ 
art· class. We paint 
with water colors. 
( No mistakes) 
I 22, 
1 
I ) A boy from denmark will live 
2 ) with our family next year 
3 ) and go to school here. 
4) ( No mistakes) 
~ 









i 2f; 1 ) 
i • 2) 
' 3) 
; 4) 














Martha told our story 
club about her favorite 
book, The yearling. 
( No mistakes) 
Jose bought a used dodge and 
painted it bright yellow. Now 
the old car looks almost like new. 
( No mistakes) 
We found a bunny with a 
broken leg in the street. 
we took him home with us. 
( No mistakes) 
The ship Ocean Queen 
flew a french nag 
but had a Dutch crew. 
( No mistakes) 
I heard the fire truck 
coming. I ran and told 
Dad a store was burning. 
( No mistakes) 
Our Easter presents from 
UncJe Mort did not come until 
after May day. 





30. l) /JWu~J 
2) croi~ tJdU' ~i:k.. 
! ~ (No mistak~ ~ 
.166 
31. l) J~da./:akhldAIJtXLLtl,. 
2) ~ [iii!) 
3 ) 1-1.lu.l!if 
4) ( No mistakes) 
l ) At the airport a group of 
2 ) marines was waiting for the 
3) helicopter to camp Pendleton. 





Ben asked the policeman 
which street to take to get 
to the doctor's office. 






1 ) A big storm on the p~~ific 
m"de waves that were 2) ocean .. . 
3) higher than the ship. 
4 ) ( No mistakes) 
Last Monday we played at 
l ) Donna's house. I helped her 
2) f h"r Brother. 3) take care o ... 
4 ) (No mistakes) 
I) The man at the gas 
2) station said Twin 
3 ) falls was not far off. 
4 ) (No rnistakes) 
The best TV show to~ay wdas 
J ) • John Smith an 2) about captain . 
3) the Indian girJ tocah~ntas. 
4 ) ( No mistakes) 
h" was the 
''Birds fly sout · . 
I ) title of the poem :cggy i ~ sent to the magazine. 





--, 9 <t Here Leve t. 
~\.,:. 
l~ PENDIX E CONTINUED ~ 
39. l) 
2) Tony wo 
3 
carnival In ? c~wboy hat at the 
) the w d. nsidc 1t were 
4) or s "M d . . ( No . a e m Japan." 
40 mistakes) 
. l ) 
· 2) Joy lives c 
3 
Carlos r on Jayton street. 
) at 217 ~ts around the comer 
4) ( No . ayton Court. 
41 nustakes ) 
. l) 
2) At the Grand C 
3
) 0 nly one of anyon, Doris was the 
4 
to climb our party brave enough 
) ( No m· to Lookout Point 
4') · I stakes ) • 
c;, I) 
2) d In the countr l. 3) ay was Y sc •• ool, Arbor 
4) each clas~ot a real holiday, but 
( No . planted a tree 
43 mistakes ) . 
. I ) 
2) Great Salt 1 .. 
3
) Part of a •. akc was once 
4 known n inland sea 
~,. ) ( No mtst Lake Bonneville. 
~ • • J ) s akes ) 
2) Ainong th . · 3) Southw e Indian tribes in the . 
th . est are a 1 4) cir art d pcop e noted for 
4S (No rnis~~ pottery, the pueblos. 
• 1) es) 
2) Frorn the . . -
3 
sand time he read u,-:· d ) •~d& m, 
4) 
Set on b ars, Chris was 
( eco · 46 No rnist kmmg an aviator. 
. l) a es) 
2) 'fhe old . 3) Very th• k spanish mission had 
at IC wan I 4) most t s. t had stood for 
4), ( No m· wo hundred years 
l istakes) . ) s 
2) ,, omefam:1: 3) Granny ,, b .. ,es call their grandmother 
4) arc to caii ut our dad says we 
4a (No m· ours "grandma." 
. I ) istakes ) 
2) I ''Want t .. 
3) aughed . o see a Monkey?" 
an· Jun h Jd ' 4) 11rror to ' . 0 mg up 
, ( No rn • his friend 










My uncle is very proud of 
his fifty-year-old elgin watch. 
It still keeps perfect time. 





Mr. Jacks says that "Kiddy 
kollege" is much too fancy a 
name for a kindergarten. 





Go this way to the ocean. 
The other road runs east 
along the river. 
( No mistakes) 
52. I ) The Mother cat hid 
2) her five kittens under 
3) Mother's wash basket. 
4) ( No mistakes) 
53. I ) Our airplane left Pittsburgh at 
2) eight o'clock, and we arrived 
54. 
55. 
3) in Oklahoma city at noon. 
4) ( No mistakes) 
l ) . The map showed that 
2) the Highway did not 
3) go as far as Weston. 
4) ( No mistakes) 
1
) In the United States, the 
2
) first ~fond:iy in September is 
3 ) obserred as Labor day. 
4) ( No mi.;t.1kes) 
I ! 56. 1
) That tall building at the foot of 
2
) forty-second Street is p~rtdoNf /h~ 
3) headquarters of the Unite a~ions. 
57. 
58. 
4) ( r,;-0 mistakes) 
1) "Gi\·e me your tired, your poor," 
2) is a line from the po:m displayed 
3) inside the Statue of !Iberty. . 
4 ) ( No mistakes) · 
I ) "Why is the Red sea a sea," 
k d •·when it is smaller 2 ) Dee as e , ?" 


































' , --,J 
If ~ 






. L~:-11 ~ Here I ! ·---y ,. --;· 
· 1 ·_;, 
-~ , , 
-·- , ·--· .. 
. . . .. ~ 
., 

















APPENDIX E CONTINUED 
'The b:ick of the baby•s high chair was 
decorated with a picture of Mickey 
mouse eating strawberry shortcake. 
( No mistakes) 
''Where is a gas station?" we 
asked the farmer. "is there 
one at the next ca~pground ?" 
( No mis!akes) 
Jimmie looked at the Elephant 
a long time and then asked, "Why 
does that animal have two tails?" 
( No mistakes ) 
Our cousin studied her lessons 
While she was in the hospital and 
later made all A's on the exams. 
( No mistakes) 
When Gary and I went on a camping 
trip with uncle Bob, we slept in a 
tent and cooked over an open fire. 
( No mistakes) 
. 
"I am not afraid of mountains," 
Jan wrote, "but I was afraid when 
we drove up Whi.te Bird ridge." 
( No mistakes) 
Ethel's family does not have a 
washing machine; they send their 
clothes to the Cloverleaf bundry. 
( No mistakes) 
In a Hawaiian village, we 
saw Native women weaving cloth 
from the bark of palm trees. 
( No mistakes) 
I H£LP L,./ANTED I 
Boy to deliver groceries gfte~ 
school. Should have bike with 
carrier. Good pay. BB market. 
( No mistakes) 
Girls for saturday work. 
Evenings 7-9 P.M. Learn 
gift wrapping. Hall's Gift Shop. 
( No mistakes) 
Older Scouts, experienced in 
camping • Help with Cub Scout 
trip. See Mr. Mead, 124 Green st. 
( No mistakes) 
70. I ) Bill begged, "come ~nd 
2) help me." He was trying 
3) to open the big gate. 
4) ( No mistakes) 
I) The new minister talked 
71. 2) about J\.iartin Luther, who 
3) founded the Lutheran Church. 
4 ) ( No mistakes) 
According to the Daily Star, 
72. 1 ) t Barnes has decided not to 2) sena or . r-
3 ) run for reelect10n next yea . 
4 ) ( No mistakes) 
went to Zephyr lodge 
73. 1) We •at Day weekend. 
fi the Memori 2 ) . or d fished for bass. J) Weswaman 
4 ) ( No mistakes) . , 
' , 
·1 14. ] ) 
. .2) 
~) 
. the old skippers 
The last words m . , e· "May 
d d battered diary \\ er . blurre an ,. 
god go with us•··· 





h. k of the north D You t m . o nly Eskimos 
a land where o as r ? 
and polar be:i.rs ive . 
( No mistakes) 
f San Juan Hill 
I ) The B:ittle o f Teddy 76. h scene of one o 
2) was L e , f mous exploits. 
3 ) Roose\ elt s a 
4) ( No mistakes) 
16~ 
tler lane 4981 12 3u Wieconsin 5 77. I) waup,ca, • 71 
2) March 13, 19 
~ ~ ( No mistakes) 
Stamp co. 76 
78. 1) scot: Illinois 600 
2 ) Skokie, Dear sirs: 
3) ( Ko mistakes) Stamps 
4) the foreign 
nd me i ement 1) Please se, advert s 79 d · n your b ne 
. 2) describe 1 DailY I.ri u -• 
the Chica&£ 3) in -
(No mistakes) in coin-
4) i ten cents 
I enclose ly Yours, 80. I) 
2) 
Sincere ~
Jlad,d ! ~ ( No mistakes) -----

















APPENDIX E CONTINUED 
The earliest d • 
were· d. roa s m America 
tn 1an t ·1 1 -and th rai s a ong streams 
rou, ... h g b ( N . .::, aps et ween mountains. 
0 m1~takes) 
!he hobos lived in a 
ruined b 
b oxcar that had cen foroott b 
( N . c en Y the Railroad. 0 mistakes) 
.. There are . 
lJ . many stars m the nive.-5 .. •· p 
"b . : ... , rofessor Bok said. 
nn-.• h • ( N c ••~~r t an the planet Pluto." 
0 mistakes) 
I) · Th . 






3) spring archery tournament on what 






















h "Biscuit Eater" was an old 
I 
ound dog. as a pup, he had 
oved tog bb. 
( N . 
0 ra 1t and coon hunting. 
0 mistakes) 
Crowds flocked to Sunset 
Beach to see the freiohter 
that had crashed on ~he Reef. 
( No mistakes) .. • -··-- .... 
If you hear someone shout, .. lower 
the boats men " don't b f 'd 
. , , ea ra1 . 
Jt will only be our parrot. 
( No mistakes) 
Every day - rain or shine - some cheery 
sou l goe~ hy our house, whistling the 
tu~e of •·oh, what a beautiful morning." 
( No mistakes) 
During world war II, American 
soldiers fought in Europe 
and also in the Far East. 
( No mistakes) 
9o. 1) When Dick was in Italy, he 
2) collected picture post cards of 
3) the beautiful Churches that he saw. 
4) ( No mistakes) 
':t1 . I ) Dave is in the little league. 
2) They play baseball every week 
3) on the high school grounds. 
4) ( No mistakes) 










1 ) We stayed at Crater lake 
2) for three days. Then we left 
3) Oregon and headed for home. 
4) ( No mistakes) 
I ) Betsy Ross is said to have 
2) made the first American Flag. 
3 ) This flag is now in a museum. 
4) ( No mistakes) 
169 
1 ) After a good talk about outer space, 
2) the speaker, a well-known astronomer, 
3 ) let us look at mars in the telescope. 
4) ( No mistakes) 
I ) Last Monday our principal got 
2) up in school assembly and said, 
3) .. all boys with slingshots.see me." 
4) ( No mistakes) 
1 ) The Biblical story of the 
2) creation of the earth is 
3) in the Book of Genesis. 
4) ( No mistakes) 
1 ) The Pioneers drew a plan for their 
2) city before they built homes. They 
3) laid out broad streets a11d avenues. 
4) ( No mistakes) · 
I ) Popeye may have his spinach, 
2) but a child \\ ho watches TV 
3) wants his precious crispy-crunchies. 
4) ( No mistakes) 
I ) I ga,·e d2d my savings to buy 
2) me an electronics 1(it like yours 
3) when he went downtown today. 
4) ( No mistakes) 
J ) Of all the tourist attractions 
2) in the southwest, my favorite is 
3) the Carlsbad Caverns National Park. 
4) ( ~o mistakes) 
101. 1 ) A Raisin In The Sun is the story 
2) of the trial:; and triumphs of a Negro 
3) family who li\·e in a Chicago tenement. 
4) ( No mistakes) 
102. I) .. I remember your name perfedly," 
2) Canon Spooner once told a visitor, 
3) .. But I just can' t remember your face." 
4) ( No mistakes) 
--- -- ------
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Test L Language Sl<ills L-3: Punctuation 
-·· Directions: This is a test on punctuation. It will show how well you can 
use periods, commas. question marks. apostrophes, etc. . 
The exercises in the test are like the samples shown below. Many of the 
exercises contain mistakes in punctuation. Some do not have any mistakes 
at all. ' 
You are to look for mistakes in the test exercises. When you find a mis-
take, fill in the answer space on the answer sheet that has the same number 
as the line containing the mistake. If there is no mistake in an exercise, fill 
in the fourth answer space. 
'J?le sample exercises below show what you are to do. 
' SAMPLE EXERCISES 
S1. 1) Our family tries 
2) to practice 
3) rules of safety 
4) (No mistakes) 
S2. 1) We all fasten 
2) our seat belts 
3) before, we leave. 
4) (No mistakes) 
' 
S3. 1 ) We do our best 
2) to make our home 
3) a safe place to live. 





Use this table to find where your level is to begin and stop on this test. 
1 1 u Begin With 
Stop 
After 
Level 9 - Page 38, .Exercise 1 - Exercise 38, Page 39 
Level 10 - Page 38, Exercise 10 - Exercise 48, Page 40 
level 11 - Page 39, Exercise 19 - Exercise 58, Page 40 
level 12 - Page 40, Exercise 39 - Exercise 80, Page 41 
Level 13 --• Page 40, Exercise 49 - Exercise 91, Page 42 
level 14 - Page 41, E,;ercise 59 - Exercise 102, Page 42 
\ Make no marks in this b~oklet.1 
, 
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-~ - ~--••-p;,::;;NP- : :¥1~~~.l't\.....,_.~ .. ~ :; ,. '. . .. ..... . -~ .. ' ~ •:. !"'"""~. \.~..J_ f" 
. .. ... - ~-. -, .. ~-~ - . ·••!(" ~ . 
~ 
I ) How old is your pony 10. 1) Pat wore a green ~ 2J He's s.o little that I 2) top hat in the St 3) thought. be was a colL 3) Patrick's Day parade. . : 
~) ( No r.iisukes) 4) ( No mistakes) 
2. I) \Ve found Ted's address 11. 1) . Lee climbed up on the 
2) in t.!::e telephone book. 2) . roof. The ladder began ·to 
3J It wa.s 1054 Brook Street 3) fall over. He was stuck! 
4) ( No mistakes) 4) ( No mistakes) · 
, l ) A little bell tinkled 12. 1) In Joe's collection is a .J, 
2) as Kent opened the door 2) very old comic book. Its 
3) of the old shoe shop. 'J) date is March 21 1934. 
4 ) ( No mistakes) 4) ( No mistakes) 
, 13. 1) There were no elevators in 
~- l ) The bag of sugar was heavy. 2) the building Stan had to 2) We bad to ask Mr Grant 3) walk up to the fourth floor. 3) if he would lift it for us. 4) ( No mistakes) 4 ) ( No mistakes) 
14. 1) The doctor's door was 
.. l ) On August IO 1919 my 2) locked. A sign on it said, 
2) grandfather got his 3) "Back at 100 P.M!' 
3 ) first Icok at America. 4) ( No mistakes) 
4 ) ( No mistakes) 
15. 1) Our teacher is Mrs Joy. 
; I ) Pam ordered a dress and a 2) Isn't that a pretty 
2 ) pair of shoes from the 3) name for a pretty lady? 
3 ) S T Parker Company catalog. 4) ( No mistakes) 
4 ) (No mistakes) 
16. 1) . Dick's our new pitcher. 
7, 1 ) 2) He told us about a rule There are many ways 3 ) wed never heard of before. 2) to cook eggs I 4) ( No mistakes) 3 ) know two of them. 
4) ( No mistakes) 
17. I) No one believed the signs that 
2) said the p~int was wet. People 
::, I ) You can ride a ferry 3) had to touch it for themselves. ., 
2) into Canada from 4) ( No mistakes) 
3 ) Seattle \Vashington. 
4J ( No mistakes) 18. I) Buzz roller skated home 
2) I ran all the way and 
'1 1 ) I am like a magic carpet. If 3) got there soon after him. 
2 ) you read me, I can take you to 4) ( No mistakes) 
3 ) faraway lands. What am I 
4) ( No mistakes) Go on to next page ► 
APPENDIX E CONTINUED 
• 9, J ) Where was that school bus 
2) It was already half past eight. 
3 ) We knew we would be late. 
4) ( No mistakes) 




The skunk walked towards 
us. \Ve ran away. We didn't 
want t0 make friends with him. 
( No r:-_istakes) 
21. J ) Jill carefully opened the 
2 ) box. Inside was a gold cat 
3 ) pin It had green sione eyes. 
4) ( No mistakes) 





























Mark and Glen have made 
some paper planes. They wi_ll 
show us, how to make them. 
( No mistakes) 
Let's fill the little baskets 
with nuts candy and popcorn 
for Ann's birthday party. 
( No mistakes) 
Dr Ryan examined our 
teeth. He said we had a 
few cavities to be filled. 
( No mistakes) 
Is that meat hard 
to cut. Here's 
a sharper knife. 
( No mistakes) 
Mother says that we 
cant make candy. 
'There's no sugar. 
( No mistakes) 
\Vhose turn is it to carry 
water from the spring? Let's 
all go. It's not far. 
( No mistakes) 
\Ve set our watches back an 
}lour when we stopped for 
J unch in Laramie Wyoming. 





I) 2>5l9 So. D~L 'ot. 
2) Arlinqfon, Va.. ~~°'v-. 
3) Mo.~ i-;,1q11 
4) ( No mistakes) 
I) Dlru- Cousin ijo..-a 
2) Whtn 4ou,.. clo s 5 ce>nits -to 
3) Was"inq~on,pltase StdLf with us. 
4) ( No mistakes) 
I) !ohn driv~~ +h~ au nOvJ -
2) Ht witl .faKe 4ou and me do.-Jn 
3) +o Mt Vernon f,r a d4tt . 




4) ( No mistakes 
~.:.:-__:=='--=--L..---------
33. I ) Father got up at 
2) four oclock in the 
3) morning to go hunting. 
4) ( No mistakes) 
34. I) · Dick•s home in the summer 
2) is the E A Jones Ranch 
3) in the Blue ?\fountains. 
4) ( No mistakes) 
35. I ) I helped Fred choose a 
2) turtle 2.nd some goldfish for 
3) his mother's birthday present. 
4) ( No mistakes) 
36. I ) Dan tested the water 
2) with his big toe, It 
3) was too cold for swimming. 
4) ( No mistakes) 
37. I ) Mortimer got fighting mad 
2) when one of the gang called 
3) him Mister. America. 
4) ( No mist::ikes) 
38. I) Im goin!:! home with Dee, 
2) and she is -going to show me how 
3) to make gumdrop flowers. 
4) ( No mistakes) 
9 fr~ Level ~ Here 
:,~e 40 
' 
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!loltd~~ ~---""',r ;':~~::7it!:\ ili01.~~·i--'!_;os:ws - ( ( ~..P-=-- J¥ - ... .h. ·,_ .. · · .. ~· "0,H 4 .• 
~9. I ) Do many pupils carry lunch 49. I ) Liz said that when she ' 2 ) r would rather go home to eat 2) was helping Bob all she ( 
3) j f some of the others do. 3) did was run run run. ( 
4) ( No mistakes) 4) ( No mistakes) ~ 
• 
~J. 1 ) Look what you•ve done 50. l ) r11 buy the cokes and ~ 
2) to your best, white, shoes. 2) pizza for the party 
• 3) -You caa·t wear them now. 3) Sonya will bring popcorn. 
' 4 ) ( No mistakes) 4) ( No mistakes) ~ 
.. , . l ) The wool blanket on the 51. l ) The mailman won't come today, 
' 2) bed came from one of the mills 2) so you can't expect to receive • 3) at Manchester New Hampshire. 3) Vic's letter before Monday. 
' 4 ) ( No mistakes) 4) ( No mistakes) • 
~2. I ) Is this Mona's book? 52. l ) Ten dollars is too much • 
2) She doesn't take very good 2) to spend, for a fishing rod. 
' 3) c.;Jre of it, does she? 3) Ed's old one will do as well. • 
4) ( No mistakes) 4) ( No mistakes) • 
Mom said that Jan, Jean, We saw the lights of • 
~3 . 1 ) 53. l ) 
' 2) arid I would all sit together 2) Detroit Michigan from 
• 3) in the back seat, of the car. 3) the plane at night. 
4) ( No mistakes) . 4) ( No mistakes) 
-
' 
~4. 1 ) Mr and Mrs Da:; ahvays 54. l ) Tonys dad told him to put the 
' 2) put red and green lights on 2) mower in the garage as soon as ~ 
3) their trees at Christmas. 3) he finished cutting the grass. 
' 4) ( No mistakes) 4) ( No mistakes) 
' 
~5. 1 ) "Do you have your coat 55. I ) Ha\'e you visited the cliff ' 
2) at1d umbre11a, Mother called. 2) dwell ings in Colorado. They were ' 3) '' It's r"inir,g hard outside." 3) the homes of prehistoric Indians. 
' 4) ( No mistakes) 4) ( No mistakes) 
' 
Let's ask Ann•s mother 56. l ) "Turn off that record" ' 46. 1 ) to tell us, when it's 2) l\,fother commanded us firmly. · 
' 2) ti me for us to go home. 3) .. My eardrums are weary." ~ 3) ( No mistake5) 4) ( No mistakes) 
' 4) ~ 
47. 1 ) Patty put her pennies nickels 57. 1 ) Clare said it a_lways made 
' 2) ~pd dimes in neat piles. She 2) her feel very s:nall to think 
' 3 ) 1ound that she had two dollars. 3) how many stars' there are. ._ 
4) ( No mistakes) 4) ( No mistakes) 
' 
l ) The boys loaded Davids 58. l ) Before leaving, the Scouts ~ 48. 
0 Id car with bedding and 2) doused the fire put out the lights 
" 2) 
3) ~di kinds of canned food. 3) and locked up the cabin. ., 
4) ( No mistakes) 4) ( No mistakes) ,, ' 
~ - - -- Ii 
t --~ I' ,,:1t,; t:i Leve l 10 ,.,r:,~·: .. ; 0 Here Level 11 I~'{ .. Here ~ ..... "- .... \ ,.: ~- '.i '\__ . 
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59. I) "Oh, cripes!" Ken complained, 
2) cross as ever .. You always butt 
3) in when I'm w.atching a good program!" 





Before you cross the road, 
do you always look both 
right and left for cars? 
( No mistakes) 
61. I) It rained it snowed, and 
2) the wind blew. We couldn't 
3) sec three feet ahead! 









It looked to Jim, hiding up 
in the tree, as if there were 
ten or fifteen, deer in the herd. 
( No mistakes) 
Come to our play. the girls 
begged. They told us that it 
would be in the old gray warehouse. 
( No mistakes) · 
64. I) "How many more miles is 
2) it to the nearest town," 
3) shouted the leading hiker. 
4) ( No mistakes) 
65. I) Columbus came in 1492 
2) but the Vikings roamed earlier 
3) and may have beat him here. 
4) ( No mistakes) 
66. J ) The class secretary asked the 
2) committee, "Welt, are we ready 
3) to vote now or arent we?" 
4) ( No mistakes) 
67. I) The poster, that Sara made 
2) in her art class won first 
J) prize in the safety contest. 
4) ( No mistakes) 
68 . I) Very suddenly, the raft broke 
2) loose and floated out of reach 
3) in the river's rapid current. 
4) ( No mistakes) 
69 . I) Wc"d pulled the rore as for 
2) a ... it woul<l stretch ~tiil il 
3) didn't reach to the ground. 

















306 Sunflower Ave. 
Prairie Kans. 66764 
March 4, 1971 
( No mistakes) 
Babe Ruth Sports Goods 
21 Atlas Bldg 
Mission, Kans. 66222 
( No mistakes) 
Dear Sirs; 
Our Little League wants to 
baseballs, bats, and mitts. 
( No mistakes) 
Please send us your latest 
catalog and also let us know 
"how long delivery takes." 









Little League Manager 
( No mistakes) 
75. I ) "Keep your eye on the ball, Son," 
2) Herb's pop reminded him, but Herbie 
3) shut his eyes as he swung the bat. 




I 4) 7:J '.1.) :i) 3) 
Jenny recited the poem 
Little Britches. When she 
finished it, she was crying. 
( No mistakes) 
~Jaria, the smallest girl, was the 
one who asked ''Mother, is it the 
same moon that we saw last night?" 











Amy's shout, "The boat" brought 
us running:. It was drifting 
down the ri\'er with Amy in it. 
(No mistakes) 
79. I) Inez is the one who takes' care 
2) of her baby brother when her 
3) mother's kept busy in the store. 
4) ( No mistakes) 
80. l ) Much to our surprise, the door 
2) was open. Wally whispered, .. Do 
3) you think we left it that way"? 
4) ( No mistakes) 
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Great-grandmother left Cork 
I re 1 and, to come to America 
~, most seventy years ago. 
( No mistakes) 
1',,1r. Black owns that run-down 
lit t 1 e shop right next to City 
P,3 n k the tallest building in town. 
( No mistakes) 
'\,Vhen the boys went to the store, 
their mother gave them this list 
flour, eg,:;s, milk, butter, salt. 
( No mistakes) 
Mr. Angeli, our music teacher, 
said that he was born in 
1\-1 i I Jn, Italy, in 1932. 
( No mistakes) 
Paul is tall and blond, 
but Max his twin brother 
i s s. hort and dark. 
( 1"-[o mistakes) 
The police found a runaway 
00y today. He gave his 
::l d d rcss as, Athens, Ohio .. 
( No mistakes) 
This is a Siamese cat. 
A persian cats fur is 
n-i uch longer and silkier. 
( No mistakes) 
1--Iarry why don't you practice 
your drums outside? The canary 
i 5 going crazy, and so am I. ( No mistakes) 
Old Red White and Blue is 
another popular name for the 
5 u,3.rs and Stripes. ( No mistakes) 
.J ~ck Frost, the quick-change 
3 ct i st, came around during the 
nignt and now our flowers are brown. 
( r---! o mistakes) 
, • Yes, Virginia, there is 
S ~nta Claus." I believe ,l 
t t1 ::1 t ~' how the letter begins. ( r-J o mistakes) 
-------- -----· ________ _ 













Our hired man Lonnie Briggs 
brought the geese, ducks, and 
chickens in the pickup truck. 
( No mistakes) 
.. I will rake the leaves" Mac 
promised, "if you will go to Bill's 
with me when rm finished." 
( No mistakes) 
The paper says it will rain. 
Therefore we plan to hold 
the picnic on our back porch. 
( No mistakes) 
95. 1 ) Eating, sleeping, fishing, 
96. 
97. 
2) boating is the daily routine 
3) at the girls' camp in August. 
4) ( No mistakes) 
1 ) This blanket is not our's. 
2) We brought one but must have 
3) left it in our friend's car. 





Mrs. Hyo said that she has a 
bride doll from Seoul, Korea. She 
asked if we wanted to see it? 
( No mistakes) 
98. I ) The pilot's voice came on again. 
2) "No folks," he announced, "you will 
175 





4) ( No mistakes) 
I ) Whene\·er I ~nss hy the front 







shivers run do,vn my spine. 
( No mistakes) 
"Men, get going," our leader 
barked. '"We have ten miles 
to cr~mp before chow time." 
( Ko mistakes) · 
I ) That fish had taken hook, line·, and 
2) sinker. Peter fortunately for us 
3) all, had brought some extra tackle. 
4) ( No mistakes) 
I) "An aquarium" explained the clerk, 
2) "should always contain some green 
3) plants. They keep the water fresh." 
4) ( No mistakes) 
· ----·------·- ------- --
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APPENDIX E CONTI!-IDED 
Test l Language Skills L-4: 
Directions: This is a test on the use of words. It will show whether you 
know how to use words according to the standards of correctly written 
English. · 
._ The exercises in the test are like the samples shown below. Many of th~ 
exercises contain mistakes in the use of words. Some do not have any 
mistakes at all. 
Y 6u are to look for mistakes in the test exercises. When you find a mis-
take, fill in the answer space on the answer sheet that has the same number 
as the Ii ne containing the mistake. If there is no mistake in an exercise, fill -
in the fourth answer space. 
The sample exercises below show what you are to do. 
SAMPLE EXERCISES 
S1. l) He showed us the way. 
2) Are you afraid to try? 
3) Me and him took turns. 
4) (No mistakes) 
S2.. 1 ) TlID went first. 
2) The bird flew away. 
3 ) Pat found a dollar. 










Level 9 - Page 44, Exercise 1 - Exercise 32, Page 4S 
Level 10 - Page 44, Exercise 12 - Exercise 43, Page 45 
Level 11 - Page 45, Exercise 23 - Exercise S4, Page 46 
Level 12 - Page 4S, Exercise 33 - Exercise 64, Page 47 
Level 13 - Page 46, Exercise 44 - Exercise 75, Page 48 
Level 14 - Page 47, Exercise 55 - Exercise 86, Page 49 
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l ) The s-...LJ. rose slowly. 12. l) May I come in? 
"" 2) Who wi:med the contest? 2) Ralph catched a big fish. ~ 
3) Bud stood on his head. 3) Barbara told our secret. e, 
4) (~o mistakes) 4) ( No mistakes) ~ 
2 Look at those skaters! 13. l) These bananas look ripe to me. V l ) 
2) Pat took bis present home.' 2) The baby cried most of the night. e..-
3) I asked they to come. 3) The show began at seven o'clock. e, 
4 ) ( No mistakes) 4) ( No mistakes) ~ 
14. l) Let them wait if they're here early. v I ) A bird laid its eggs in the grass. t ..... J 2) Our kite flew almost a mile. 2 ) Let's buy some gum at the store. 
Each pupil brought his own pet. 3) I and Art delivered the papers. t .... 3 ) 
(No mistakes) 4) ( No mistakes) e...-4) 
~ ..... 
,. 
l ) A car runned into the ditch. 15. l) We hided under the big bed. e--~. 2) Have you ever seen a tiger? . 2) A fish bit on our line. V 
3 ) Those apples have worms. 3) Here are some great pictures. , ..... 4) ( No mistakes) 4) ( No mistakes ) , ..... 
Who has seen the wind? 16. l) Sue has made a ring for you. V 5, 1 ) 2) My shoes is all too little now. 2) All the crayons were broken. 3) There was no one else on the bus. V' 3) That ain't the way home. 4) ( No mistakes) , ...... 4 ) ( No mistakes) ,, 
17. I ) This is an Eskimo doll. 
,1 6. 1 ) I know Mark's phone number. 2) You didn't leave an orange for Marg. ,~ Z) Me and him are good friends. 3) Dad won't leave us play in the barn. 
' 
:3) Let him come to visit. 4) ( No mistakes) 
4) (No mistakes) 
' 18. l) Only him and me knew about the cave. ~7. l ) My pockets felt empty. 2) It wasn't very big but was very dark. ~ 2) Ted ran to the door. 3) We always took two candles with us. 
" 
3) George rueeted us at noon. 4) ( No mistakes) 
C 4) (No ~akes) . 
19. l) Dave had selled all his papers. 
" a. l ) Put that there jam in your sandwich. 2) We saw the car begin to move. ;j 2) Joel had never heard of grapefruit. 3) These gloves are too tight. 
3) Run f~--t..--rand you'll catch him. 4) ( No mistakes) 
"' 4) ( No mistakes) 20. l) Most boys like to climb trees. •1 
9. I ) Dad and I got tickets for the game. 2) We didn't know the hill was so steep. 
" 3) Wild roses grew behind the cabin. f' 2) We goes every Saturday. 4) ( No mistakes) , ..... 3) Why don't you come along? 
4 ) ( No mistakes ) 21. l) Which of you boys has a red bike? V' 
2) Marty won the prize for his costume. , ..... 
10 . 1 ) Save some of those white grapes. 3) Aren't none of you coming with me? , ...... 
2) Who lost this pair of gloves? 4) (No mistakes ) G' 3) The cat's fur felt soft. 
22. l) Carlo began working on the puzzle. , ..... 4) ( No mistakes) 
2) I never seen the ocean before. , ... 
11 . l ) Nick weared his tiger mask. 3) This clock runs without winding. , ... 
2) Are you going to the park? 4) ( No mistakes) ,~ 
3) Clouds made the day dark. ,,. 
4) ( No mistakes) Go on to next page ► .... 
, ... 
.... 
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'\Ve forgot what day it was. 
Ross learned us how to fly a kite. 
All of our family are going to the beach. 









I ) This here pail is too heavy for me. 
2 ) That river runs into the sea. 
3 ) Th;! :-hipmunk ran into his hole. · 
4 ) ( ?',:0 mistakes) 
J ) All these eggs were jn one nest! 
2 ) My hamburger is bigger than yours. 
3 ) Hal give away his big;est melons. 
4 ) ( No mistakes) 
J ) Does black wool come from black sheep? 
2 ) You ought to wear a warmer coat. 
3 ) Our kite was blown into a tree. 
4 ) ( No mistakes) 
1 ) ,vc found gooder f?erries last year. 
2 ) 7he lion roared still more loudly. 
3 ) Mr. Ryan said you are his best runner. 
4 ) ( No mistakes) 
l ) ,vc came to a little sandy beach. 
2 ) Each of us had brung a swimsuit". 
3 ) Re<l <lidn't go in. He had just eaten .. 
4 ) ( No mistakes) 
l ) The little boy misses his mother. 
2 ) These hexes of frrit '.U"! heavy. 
3 ) Alan blowed on his burned finger. 
4 ) ( No mistakes) 
I ) Mother has gone downtown to shop. 
2 ) Aren't you coming to see our play? 
3 ) This jacket don't zip. 
4 ) ( No mistakes) 
1 ) I'm trying to teach my siste:- to tell time. 
2 ) They should have given us more money. 
3 ) Your mean old dog drank the kitten's milk. 
4 ) ( No mistakes) 
32. I ) 
2 ) 
Roger tipped the boat when he stood up. 
I don't bite my nails no more. 
3 ) 
4 ) 
Those guitars arc much too loud! 
( ~L> mi!>take!>) 
Level 9 Here 
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33. 1 ) Suddenly, Ben heard his name spoken. 
2) Last week us girls had a slumber party. 
3 ) That sack of groceries is not ours. 
4) ( No mistakes) 
34. 1 ) Neil wants to ride the elevator. 
2 ) Judy taught Maria how to sew buttonholes. 
3) Someone has took Ray's bicycle. 
4) ( No mistakes) 
35. 1) There wasn't nothing in the box. 
2) He asked whose flashlight that was. 
3 ) Not a sound could be heard. 
4) ( No mistakes) 
36. I ) The birds ate the seed we left them. 
2) Gil wore his boots everywhere he went. 
3) The moon had risen before sundown. 
4) (No mistakes) 
37. 1) The alarm clock did not ring. 
2) The bear jump down and ran. 
3) I can't reach those top shelves. 
4) ( No mistakes) 
38. 1 ) The baby cried hi!.self to sleep. 
2) Nancy and I will sit with him. 
3) \\'e"ll be careful not to wake him. 
4) ( !\ o mist:1kes) 
J~ · 1) Dad won·t give us any more help. 
~~ There was no cream in the pitcher. 
3) The far:.:er 5o~d ten of his sheps. 
4) ( :'\ o mis:akes) 
40. 1 ) The wind blew the leaves off the tree. 
2) One of the girls is meeting us here. 
3) Two pages in this book is missing. 
4) ( No mistakes) 
41 _ 1 ) Let Vicky cut the cake. 
2) He gave the ba5ketball to Leo and me. 
3 ) Look at those big muscles! 
4) ( No mistakes) 
42. J ) Jean wants one of them puppies. 
2) Both of them have white paws. 
3) We want to keep one of them ourselves. 
4) ( No mistakes) 
43. 1) They didn't know how to steer their raft. 
2) Didn•t I lie my coat right next to yours? 
3) Tile storm pas~cd as quickly as it came. 
4) ( No mistakes) 
Level 10 ~ Here 
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Level 13 Begin Here 
44. 1 ) Be here at twelve o'clock, and Jerry will give you a ride. 
2) Th~y have a fine radio, but they never use it. 
3) When the fog lifted, we could see where we was going. 
4) ( No mistakes) 
45. 1 ) Beside the old church was a clear, cold spring. 










J ) The wobbly yC'ung fawn tried to stand up but fell over. 
-l) ( No mistakes) 
1 ) Andy threw a snowball at us, but it didn't even come close. 
2} I ate too much caridy and spoiled my dinner. 
3 ) Emily can never seem to wrap her packages as neatly as you do. 
4) ( No mistakes) 
I ) Craig say he likes olives better than ice cream. 
2) The hunter had been attacked by a bear and badly hurt. 
3) Grant had caught two big fish and lost them both. 
4) ( No mistakes) .. 
1) Sheila has a pen pal in India who writes to her often. 
2) The current in the river looked so swift we didn't go swimming. 
3) In this country you seldom never see a cow pulling a cart. 





. .. . ... 
It began to rain very hard as soon as the wind died down. 
Here's a letter for you and I from the Campfire Girls. 
The little kids don't know how to play the game. 
( No mistakes) 
1 ) Long before we reached shore, the sun had went down. 
2) Chinese food is quite different from tbt cf mo:;t other C.'.>:..:::trie:;. 
3) Lou's sister wanted Santa Claus to bring r:er an elephant. 
4) ( No rristakes) 
1) Jan's family subscribes to all five of these magazines. 
2) These kind of nut grows only in warm c!imates. 
3) Just look what he has done to that plate of food! 













During the storm ~ :,aby rotin v.a:; blown right out of its I"?est. 
I don't see anything in the p.:.;,er &.bcut :h:! ~cience exhibit. 
I have bought several pencils t!:is month, but I've lost them all. 
( No mistakes) 
Some white ducks, some swans, and several wild geese swam in the pool. 
This is as far as the bus runs. We have to walk the rest of the way. 
The dresses we bl,ught at the Riverdale Department Store \\'ere made very bad. 
( No mistakes) 
You never seen anything so funny in your life. 
The car spun around several times and then came to rest in the ditch. 
J\lay Danny and I help you carry some of those packages'? 
( No mistakes) 
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55. I ) 
2) 
Mother doesn"t let us watch television until we finish our homework. 



































( No mistakes) 
The sixth-grade pupils are helping to buy Mrs. Martin's present. 
Steve and Phil are collecting a quarter from each one. 
\Ve p!an to buy her a travel clock to take on trips. 
( No mistakes) 
\Vhat become of that neat bracelet you used to wear? 
The kitten ran round and round after its tail. 
\Ve ran out of paint before the boat was finished. 
( No m:stakes) 
Karen and Madge gave a puppet show. 
Karen built the stage for it herself. 
Madge and her made all the puppets. 
( No mistakes) 
\Vhich of these suits is the one to go to the cleaners? 
Julia had chose the most expensi,e sweater in the store. 
Byron was so tired he Jay down on the grass and soon was fast asleep. 
( No mistakes) 
Mike's red shirt is much too big for him, but he we::ns it e\crywherc. 
Large sheets of plastic is a\'ailable at the hardware store. 
There is no fruit that smells better to me than an orange. 
( No mistakes) 
Don't make any noise until we g!t rr.ore closer to tl:!r.1. 
It dorsn't sound sensible, I know, but it's true. 
Now that's what I can a very stupid question! 
( No mistakes) 
In the fire drill, everyone knew his place and took it quickly. 
2) I think we could have won if Rod Jackson had not been hurt. 
3) I wouldn't have fallen down if you hadn't nm in front of me. 
4) ( No mistakes) 
63. 1 ) The Indian trib:s were drove farther and farther west by the advancing pioneers. 
2) We ought to have the furnace examined before the weather turns cold. 
3) Father said he could fix the leaky faucet. but we finally had to ca11 the plumber. 
4) ( No mistakes) 
64. 1 ) Don't pay any attention to those boys when they show off. 
2) Rex had been sick that day and hadn't seen the fire. 
3) The old men set on the park benches and told stories all day long. 
4) ( No mistakes) 
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• 1 ) He and his father often go hunting together in the fall .. 




3 ) Everyone watched the magician very closely as he mixed the car s. 













Th . ·ck to dig the hole. c ground was froze so sohdly \\ e h:id to use a P' h whom she knew. 
Lois didn't have any fun at the part:;, because there w~s no 0 ?e t ere 
He has always gotten better marks in arithmetic than in spelling. 
( No mistakes) 
Uncle Lee was on a ship that was badly damaged in a_ storm. 
The doorbell rang so loudly that we all jumped up quickly. 
Each of the boys in the race tried to run as fast as they could. 
(No mistakes) 
The game was called off on account of it was raining. 
\\'e saw the children so we know where they're hiding. 
I ,vondered ""hY Kei~h had never spoken about his father. 
( No mistakes) ~ 
80. 1 ) A wheel and an oar were lying on the beach. f f ·al 
l\.1aria sang so beautiful she was in~·ited to appear at the Arts es '" • 
















( No mistakes) 
We boys swore a solemn oath never to tell what we had seen. 
·we learned from Lon how to make good fish chowder. 
The lumberjack asked if we had e,·er heared of Paul Bunyan. 
( No mistakes) 
Karl slipped up quietly and caught a beautiful butterfly. 
We drug the dead deer off the road and called the game watden. 
The pilot dipped the wings of his plane "hen he flew o,er. 
( No mistakes) 
Neither fake nor he knew where they had lost the parce!· 
The teeth of the shark are set in double rows. 
What is the difference between a daffodil and a jonquil? 
( No mistakes) 
84. l) Their bringing a portable ra.!io to the picnic. 
Russ helped himself to a bi:; bunch of grapes. 2) 
3) 
4) 
You couid ha,·e at ieast wa::.h::d the disb.!s af.er your snack. 
( No mistakes) 
85. l) There were fewer children than grownups at the skating rink. 
2)· The apples had dried up and shrinked to the size of walnuts. 
3) The muskrat swam through the water with scarcely a ripple. 
4) ( No mistakes) 
86. I ) Leroy stole in so quietly that none of us heard him. 
2) M urray"s pct h:imster was loose !>Orne\\ here in the house. 
3 ) Each of the girls at the party were ci,cn flowers for her hair. 
4 ) ( No mistakes) -
--------- ----·----- . 
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65. l) \Vhy weren't Joe and him at the ball game today? 
2 ) ,vh ich one of the two teams played the better ball? 

















\\'ho will go with )'OU? Take someone who's not afraid, 
Has an)·one e,·er really seen an ostrich with its head in the sand 1 
The ladies on the island fanned theirselves with leaves. 
( No mistakes) 
We had rode several miles before we realized we had taken the wrong tum. 
By the time we found a service station. there was hardly any gas left in the tank. 
Dolores had th~ most wonderful time on her trip to Mexico. 
( No mistakes) 
Ray does not want you to help him; he wants to do it all himself. 
Mr. \Vilscn likes cream in his coffee, but Mrs. Wilson takes hers black. 
All of the winter clothes arc stored in boxes in the attic. 
( No mistakes) 
69. 1 ) Nat had taken the last penny from his bank. 
2) Workers use to toil many long hours for little pay. 
3) You may use the longer of my two fishing poles. 
4) ( No mistakes) 
70. 1 ) It don't look as if it is going to rain. 




3) .. Let that horse alone!" yelled the farmer. 













There is a trunk filled with old-fashioned dresses up in the attic. 
Did Connie say where she was going to? 
Kathy was given five dollars as a rev.ard for finding the necklace. 
( No mistakes) 
Warren dropped the box on Earl's toe, and then the fight began. 
There was hardly enough flour to make p:mcakes for us all. 
July was a hot month, but August \\as hotter -still. 
( No mistakes) 
The captain and hi> cat ha\'e tra-.eled ar.:-und the world. 
The telephone and the doorl:e:l rung :it the same :.:ir.e. 
A pipe had sprung a leak, an.! lh~ b:i.:.ement was full of W3ter. 
( No mistakes) 
74. 1 ) This little clock always stands beside my bed. 
Helen brought each of us a ivory fan. 2) 
3) 
4) 




Three sixth-grade girls from our school sang on the Jackie Carlson Show. 
( No mistakes) 
Isn't it rather early for tulips to be in bloom? 
The canoe without paddles floated far out in the lake. 
J could have swore I saw a face at the window. 
( No mistakes) 






















;._-::.-:: -::-,~DIX ~ -- • F ATTITUDES TOWARD THE LANGUAGE ARTS SCALE 
A TT I TUDESTOV:ARD LANGUAGE ARTS 
ELE~1ENTARY 
t Blacken in the W~ would_like to know how you feel about language_ar 5 ; one circle for 
c 1 rcle with a pencil to show how you feel. Fill ,non Y will go 
each . quest i on. YOUR TEACHER WILL NOT SEE THIS -- Your answers 
s tralght into the computer. Have fun! 
1 -
NO 











"fHE Put 't' 1 ~ -~ 
l'HU,TI= -~ 





I like to read even when the 
teacher doesn't make me • • . • • • • •• • Q 
Reading is boring ••••••••••••• 





It is fun to practice writing NO 
outside of school • • • • • • • • • • • • • • Q 
I like to get out of reading 
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NO 
7. Writing is a waste of time . . . . • . . . . . 0 
NO 
8. Reading is fun. . . . . . . . . . . . . . .. 0 
NO 
9. Peading is my favorite subject . . . . . . . . 0 
10. There are too many chances to make NO 
mistakes in spelling. . . . . . . . . . . . . 0 
NO 
11. Reading is hard •••••••••• • • • • • Q 
NO 




13. I like spelling •••••••••••••• • Q 
NO 
14. You learr, good things by reading . . . . . . 0 
NO 
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SCORES 
l. i:,. 4 .7 .7 92.3 
I,•; • 7 , • ? 1 • 3 93 • t, 
c:: • 
" , • 1 1 .1 - ., . ... Q4.7 
51. 4 .7 .7 95.4 
s2. 7 1. 3 1.3 96.7 
C, : 
. -. 3 • «; .s 97.3 
5 I. • 3 .s .s 97.8 
~s. 3 • 5 .s 98.4 
57. 1 .2 .2 98.S 
c.- j. ., 
.4 .4 98.9 .. 
': ? • 1 • 2 .2 99.1 
~v. 1 • 2 .2 99.3 
62. 1 .2 .2 99.5 
65. 1 .2 .2 99.6 
e?. 1 • 2 .2 99.~ 
7~. 1 .? .2 100.0 
------ ------ ------
, 
... 4- TC T ,\L,A, ... •;. L 7 1 c: .1J. __ . 100.a 
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FREQUENCIES FOR THE ITBS-L TEST 
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13. 7 1 • 3 1. 3 2.2 
14. 8 1 . 5 1.s 3.7 
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16. 23 4.2 4.2 11.0 
17. ::, 1 ., C: 7.5 1 S . 5 ' • J 
,~. :. ? 9.C 9.Q 27.i. 
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,:, . ':. C .., 66.9 . -. .. ., • • V 
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